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A9ST? ACT 

Th^ docume^it on program desian and development, is 
'^'he second book ±r\ a multimedia program, "Educating the Gifted and 
Talented," a series designed to provide background information, 
supplementary materials, workshop activities, and discussion 
questions for individuals and teachers workizig with or preparing to 
work with aifted students. Chapter 1 presents a ratidnale for special 
proarams for gifted and talented students by pointing cut program 
benefits to the individual, to the school and teacher, and to 
society. Misconceptions and unspoken concerns regarding the gifted 
are responded to. A second chapter discusses the various 
oraanizational structures designed to meet the needs and to 
accommodate the characteristics of gifted and talented students. 
Three general categories of structures (totally separate, 
semiseparated, and integrated) are reviewed, and three approaches to 
proaraminq (acceleration, enrichment, and counseling) are 
hiqhlicrhted. Chapter 3 examines three models to help teachers analyze 
•and develop curriculum--Bloom • s Taxonomy, Guilford's structure of 
Intellect, and ^enzulli's Enrichment Triad. Chapter U points out the 
characteristics of a successful teacher of the gifted and considers 
several methods for locating appropriate teachers. Chapter 5 focuses 
on the purposes of the program evaluation, the issues in evaluation 
of proarams for gifted and talented students, and the concept of 
usina a variety of approaches to program evaluation. A specific 
example of an evaluation is offered. A final summary chapter answers 
several questions program developers might be asked when initiating a 
gifted /talented program and outlines 15 steps for developing a 
program for the gifted which parallel the preceeding questions. 
Supplementary materials include ^ glossary of administrative designs, 
a list of teacher preparation programs in gifted and talented education, 
reasons for denial of funding, a sample program, and selected references 
^Pp9^-)rovided ai'e teacher activities which relate to program design and 
dL^iLjpraent. (SBH) 
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PREFACE 



Program Design and Developynent for Gifted and Talented 
Students is the second book in NEA's multimedia program Edu^ 
eating the Gifted and Talented, which is designed to provide 
background information, supplementary materials, workshop 
activities, and discussion questions for (a) individuals preparing 
to work v/ith gifted students, (b) teachers currently working 
with classes of gifted students, and (c) teachers with a few 
gifted students in their classes. The materials in this program 
are also intended to help administrators and parents concerned 
with issues involved in the education cf the gifted. 

The book's general format consists of three sections: (1) 
background information and ideas on major aspects of program 
design and development; (2) supplementary materials and ex- 
amples for your interest and use; and (3) a series of activities 
to help you become involved with the topic (s) and to apply the 
ideas to your specific situations. Examples, related experiences, 
and commentary are provided throughout the text for interest 
as well as for illustration of ideas. Although the facts in. the 
anecdotes and the case study are true, the names of persons in- 
volved have been changed to protect their privacy. 

While the various areas of concern are presented sequen- 
tially, teachers and program developers are encouraged to move 
freely back and forth among them. When considering program 
development, for instance, specific characteristics of the gifted 
in the school population should be kept clearly in mind so that 
the strategies developed will build upon these characteristics 
rather than contradict them. If, for example, the aim is to design 
a program to develop general intellectual or creative abilities, it 
would be well to avoid a narrow, accelerated, content-oriented 
curriculum, the focus of which would be in opposition to the broad 
interests and probing curiosity characteristic of this population* 

We gratefully acknowledge the many substantive contribu- 
tions to ihis work by Margot Nicholas Parrot of Hancock, Maine, 
a parent of three highly gifted children and an adult with many 
gifts herself. We are grateful, too, for the comments of the teach- 
ers and administrators enrolled in the Gifted Institute during the 
spring of 1979, as well as for the comments of those teachers 
who worked with these materials in the fall of 1979. 

We extend special thanks to Patricia Tuttle and Rosanne 
Becker for their extreme patience and endurance during the many 
writing sessions involved in the completion of this work. 
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CHAPTER 1. 

RATIONALE FOR SPECIAL 
PROGRAMS FOR GIFTED 
AND TALENTED STUDENTS 



Gifted and talented individuals have special characteristics 
that usually are not addressed in most classrooms. These students 
need the opportunity to interact with each other, to work with 
materials which challenge their abilities, and to develop those 
abilities without curricular-imposed limitations. Many believe 
this can be accomplished only if they are provided with progranns 
designed for their special characteristics and needs* 

Before implementing a program, however, developers should 
have a clear rationale from a positive point of view, illustrating 
how the institution of a program for the gifted and talented will 
benefit the individual student, the school system, and society at 
large. 

BENEFITS TO THE INDIVIDUAL 

Most statements of general goals of education contain the 
concept of differentiating instruction to meet individual needs 
and abilities of students. This goal has been the basis for much 
of the work with handicapped students and the learning dis- 
abled. Although a great deal has been done by such educators 
as E. Paul Torrance, more remains to be done in -eacher train- 
ing, materials production, and program development to meet the 
needs of gifted and talented students. While these individuals 
will differ greatly from each other, there are some general char- 
acteristics of this group which call for the formation of special 
programs to meet their needs and interests. William Vassar has 
cited the following needs of gifted and talented which should in- 
fluence program development : 

The gifted and talented need to : 

• use, develop, and understand higher mental processes. 

• interchange and dialogue with their intellectual peers 
(those with similar interests, talents, etc.). 
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• have the time, space, and staff necessary to assist in 
the development of their outstanding ability. 

• understand, appreciate, and study the diversity among 
individuals. 

• have available an appropriate identification process and 
access to specialized coun.seling. 

• learn to develop life styles commensurate wi-Lh their 
particular profile of abilities and talents, 

• have the opportunity to assess their unique talents and 
interests. (15) 

Characteristics and Identification of Gi' ed and Talented 
Students discusses the characteristics of the gifted. Some of 
these characteristics such as the following are often ignored or 
even penalized within the regular classroom setilr.g: 

• Divergent thinking and ability to perceive unusual and 
broad relationships 

• Different time/space perspective 

• Variety oi vriid alternatives from which to select careers 

• Divergent modes of responses to problems 

• Persistence of goals and a need to delve deeply into prob- 
lems of interest 

• Questioning, o^ten critical, attitude 

In addition to the necessity of developing a program to allow 
these characteristics to benefit the learner, there is also the 
obligation to offer learning experiences which provide a chal- 
lenge for gifted and talented individuals. Too often the materials 
and instruction are far below the capabilities of these students. 
Neither granting high grades nor commenting that the individual 
is not performing up to potential provides a solution. With re- 
spect to the individual who consistently performs at the top of 
the class without real challenge, James Gallagher draws an 
analogy to a talented high jumper who is required to jump at 
only two or three feet : 

He can soon get tired of suck easy work and will certainly 
develop sloppy, and poor habits that will ill serve him when 
he, in fact, is finally challenged. (4) 

When gifted students sometimes fail to complete even the 
assignments that are far below their capabilities, the teacher 
may see the solution to this situation as enforcing the completion 



of the work assigned before Trantingr any special accommodations 
for such students. The potential of these individuals Will not be 
developed in this way, however, because the problem lies not with 
the required work but with the program itself. Since gifted stu- 
dents in many cases have already mastered the concepts and skills 
in the regular curriculum, they may see little value in going 
through the steps again. Consequently, they may not do all the 
work and as a result .nay receive average or poor grades. The 
loss is not only the effect of poor grades on future academic 
experiences, but more importantly the retardation of learning. 
Given a program which i rovides instruction commensurate with 
their learning styles, characteristics, and abilities, these indi- 
viduals will reach far beyond th?; "regular" curriculum. 

BENEFITS TO SCHOOL AND TEACHER 

A special program for gifted and talented students often 
benefits the entire curriculum and atmosphere cf a school, de- 
pending, of course, on the involvement and cooperation of the 
staff throughout the school. Individual teachers who see such a 
program as a positive step tend to relay this attitude to their 
students who, in turn, may also take pride in the program, even 
if they are not directly involved in it. Usually, however, most 
students ure unconcerned about academic programs and see 
everything in the school system, except lunch and athletics, as 
'•just education." The enthusiasm and attitudes of those in the 
gifted and talented program may permeate a school if students 
are allowed to share their enthusiasm and interests. This atmo- 
sphere can help counteract the anti-academic tone that pervades 
many of our public educational institutions. 

Although many teachers envision the removal of students 
with exceptional ability as a loss to the overall instruction of the 
class, tha reverse may be true for the following reasons: 

1. This separa .ion lessens the range of intellectual and read- 
ing abilities with which the teacher has to contend. In 
most classes the abilities range from 70 to 140 in IQ with 
an even wider gap — perhaps as many as eight levels — 
between the poorest and the best readers. In an effort to 
provide instruction at all levels many teachers group stu- 
dents, provide individualized instructional programs, or 
teach to the average and try to tutor those who fall be- 
hind. With a smaller range the teacher can devote more 
time and effort to various groups within the class. 
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2. The presence ot these extremely able pupils is often 
frustrating? aa. teachers find they are unable to provide 
sufficient motivation and flexibility for them to pursue 
their interests in depth. Since much of the teacher's ti ne 
is devoted to instruction of basic skills at the f^lementary 
and middle school levels and knowledge of content at the 
high school level, little opportunity exists for work with 
those students who are far beyond such instruction. In 
addition, few teachers at the elementary levels have the 
depth of knowledj?e in different content areas to provide 
gifted learners with adequate resources. These situations 
can be a continual frustration to the conscientious teacher 
who feels the need to provide lej^itimate educational ex- 
periences for all- A program which provides opportunities 
for the gifted to develop their potential can alleviate this 
source of teacher frustration. 
3. Sometimes when the gifted students are separated, other 
students begin to play a more active role in the class- 
room. Having relied on the gifted for responses, these 
other learners now find they have to provide the greater 
part of class participation. They may also develop more 
confidence in their own abilities as they begin to assume 
new roles in the classroom vacated by their gifted peers. 

BENEFITS TO SOCIETY 

Although it may be difficult for some to imagine a young 
student as an adult, it should be kept in mind that the gifted and 
talented individuals currently going through our educational in- 
stitutions are the probable leaders of our society in the near fu- 
ture. Tr;deed, as has frequently been stated, these young people 
are our country's greatest resource for they are the onvs who 
will shape our institutions, values, and cultures. We educators, 
then, should provide positive vehicles to help them assume pro- 
ductive leadership to benefit themselves and society to the maxi- 
mum of their potential. Too often, however, their progress is 
impeded when iihey are forced to maintain the same rate and to 
follow the same route as everyone else prog^-essing slowly through 
the academic hierarchy. Furthermore, in our society most of 
those who assume leadership roles follow professional tracks, 
forestalling their entrance into a socially productive stage until 
the late twenties or early thirties, having continued their studies 
through advanced academic and medical degrees. To permit these 
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individuals to be of maximum service to society educational pro- 
grams are needed cwhich allow them to enter productive stages 
earlier and which encourage meaningful productivity throughout 
tlie educational process. 

In addition to helping gifted and talented individuals achieve 
productive stages, we should also endeavor to provide experiences 
which will help them acquire vital skills, concepts, self-aware- 
ness, and social understandings. Eliot Wigginton, President of 
Foxfire Fund, Inc., an educational organization in Georgia that 
advocates student-initiated learning and community-based edu- 
cation, reflects on the role of the teacher: 

The products and the activities are real, believing as we 
[at Foxfire] do that the best way to teach and hone the 
skills we want our students to have (whether grammatical 
or mathematical or physical or analytical or legal or crea- 
tive) is by plunging them into real work that requires those 
skills. ... If it were put into the form of a directive that all 
our staff members were to follow, it would go soemthing 
like this: Before you start to do anything related to your 
work with this organization, ask yourself first why a student 
is not doing it instead. If you don't have a good reason, then 
go and find a student — preferably one who has never done 
it before. . . . That's not the lazy way out. In fact, it's the 
harder way oi;t. The job often takes longer. Mistakes are 
made. That, of course, is why an adult in most organizations 
usually does the job instead. Rule: An adult who habitually 
says, "This is a job that must be done, and must be done 
correctly and well, and therefore I must do it myself," must 
never be allowed to be a teacher. The only thfngs left in his 
world for students to do are menial, meaning-less tasks and 
exercises that have no real bearing or real consequence in 
the real world. A school full of teachers like that does not 
graduate competent, responsible, self-confident, sensitive 
seniors. Ever. Except despite that school. Rule : We have to 
have more confidence in our students than they have in 
themselves. (16) 

Throughout most curricula emphasis is on acquisition of 
skills and knowledge. At the higher levels of learning, problem- 
solving techniques are stressed so that individuals will be able to 
cope with situations which may confront them outside school. 
For potential le iders, however, this approach is not sufficient. 
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We do not want individuals who can just solve everyday prob- 
lems; rather we need those who have the ability to perceive po- 
tential problems before they become insurmountable. We need 
problem finders. As Gallagher points out : 

The computer world that lies just over the horizon can easily 
handle the memory and problem-solving aspects of our prob- 
lems, but the computers cannot, as yet, choose which prob- 
lems are important and need attacking. Problems such as 
population control, nuclear power, and poverty need to be 
seen far enough down the road so that the reactions to them 
are planned and not hastily improvised. (4) 

MISCONCEPTIONS 

Besides explaining the benefits of a special program for the 
gifted and talented, the developer should also be prepared to ^ace 
the misconceptions and unstated fears which may threaten its 
implementation. Before the program may be effectively devel- 
oped, several misconceptions and fears should be acknowledged 
and addressed. Otherwise they may arise at a later, more critical 
time and bring about the downfall of even the best designed pro- 
gram. Awareness of common misconceptions and conceri>s should 
help program developers anticipate potential difficulties and re- 
spond at the appropriate time. 

When discussing the implementation of programs for gittea 
and talented students, it may be necessary to correct several 
erroneou? beliefs people hold about these programs. 
Misconception 1. The gifted are already provided for. 

Critics of special programs often claim that too much money 
is spent on exceptions, that enough has already been done for the 
gifted or bright student. Many believe schools have already insti- 
tuted programs for the gifted and that the real neglect is with 

the average learner. ^i. 

The group that should and does receive the most attention is 
t e "average " Nearly all of teacher training concentrates on 
preparing the teacher to instruct the "typical" class of "average'* 
students because this is vne group most teachers have or will 
have in their classes. Most of the materials purchased for in- 
struction are directed at "average" students because they consti- 
tute the bulk of the school population. Finally, most ot the pub- 
lished curricular materials are designed for "average" students 
because thir group encompasses the largest and most profitable 
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market. (15) Perhaps not enough is being done for the "average" 
pupil, but most resources are already being focused in that di- 
rection. 

In 1972 the U.S. Office of Education concluded that the 
federal role in providing services to the gifted and talented was 
"all but non-existent." The report found that twenty-one states 
did not provide any services for their gifted, and no state pro- 
vided for a majority of its gifted. When elementary and sec- 
ondary school principals were asked about programs for their 
gifted, 57.7 percent stated they did not have any gifted students 
in their schools. The report concluded that at least three-fourths 
of the gifted population in the United States receives no special 
attention of any kind. (2) According to Dorothy Sisk, former 
director of the U.S. Office of Gifted and Talented, the situation 
has not changed between 1972 and 1978. Even in 1978 only about 
12 percent of the gifted individuals in our society were being 
served, and the federal allocation of funds for the gifted was 
minimal — approximately one dollar per gifted student. (12a) In 
summarizing the recommendations of the Council for Excep- 
tional Children about education of the gifted, Zettel and Ballard 
state, "Most importantly, too many gifted and talented children 
are sufTering from neglect that derives from the failure to pro- 
vide th<j special educational support required to meet their unique 
learning needs." (17) 

Misco7iceptio7i 2. The gifted will succeed anyway. 

Although it is widely believed that special programs for the 
gifted and talented are unwarranted because these individuals 
will succeed on their own, the opposite is too often the case. Many 
gifted students do not succeed within the present academic set- 
ting; they drop rut of school or fail to continue their education 
beyond high school. After studying the dropout rate of the gifted 
in Iowa in 1962, Green found that 17.6 percent of these students 
in the state were not completing high school. (6) A significant 
number of gifted .students who remain in the system and who 
should be performing at the highest levels achieve only avera^re 
or below average grades. In 1957, reporting his examination of 
the achievement of 251 gifted children, Miner concluded that 54.6 
percent were working below levels of which they v^ere intellec- 
tually capable, and that a majority of these students were work- 
ing at least four grade levels below their potential. (17) Mary 
Meeker, Director of the Structure of the Intellect Institute, found 
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in one school that A students had IQs of between 130 and 136, 
but students with extremely high IQs (140) had C averages. (8a) 
These findings are not so surprising when we consider some 
of the personality and behavioral characteristics of gifted indi- 
viduals--divergent and critical thinking and persistence in de-- 
mands and questions. Many of these traits not only go unre- 
warded in classrooms but are often penalized as teachers some- 
times regard them as unacceptable behaviors. This is borne out 
by the grades received by many gifted students and by the un- 
reliability of teacher nomination of gifted students. (10, 7) In 
their investigation of the gifted in regular elementary classroom 
situations, Gallagher and Crowder found that these children were 
poorly motivated and frustrated by the rigidity and intellectual 
sterility of the regular classroom. (5) 

While gifted and talented individuals often suffer in classes 
where no provisions have been made to accommodate their special 
abilities, they seem to succeed in special classes. In an extensive 
California study of 929 gifted students, grades 1-12, Simpson and 
Martinson found that those in special programs made signifi- 
cantly greater gains in academic achievement than those in regu- 
lar classes The gifted in special classes advanced an average of 
two academic years while the equally gifted in regular classes 
advanced only one academic year. (12) Even a gain of two aca- 
demic years may fall below the capability of many individuals. 
In short, the gifted child may be able to maintain average growth 
if kept in a regular class, but the same child will probably not 
achieve full potential unless special provisions are made to ac- 
commodate and build upon her/his special characteristics. In- 
deed, without special provisions there may be regression. The 
lack of challenge and realistic goal-setting for the gifted may 
foster poor academic attitudes and lazy study habits that can 
further impede full academic achievement. The attitudes and 
habits instilled in the young become increasingly difficult to eradi- 
cate each year they are reinforced. 

Misconception 3. The gifted student in a special program xvill 

have emotional and social problems. 
Many people, including parents, teachers, and administra- 
tors, believe that the gifted and talented student will suffer severe 
problems with peers and self if set apart from agemates. Most 
research has shown this belief to be false. Rather, emotional 
problems are usually brought on by the frustration of ability. In 
her report for the U.S. Office of Education, Ruth Martinson stated 
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that researchers have found that gifted individuals who partici- 
pated in special programs did not suffer social or personality- 
problems, become conceited, or have additional health problems. 
(8) Walter Barbe, after surveying graduates of Cleveland's 
Major Work Program, found that participation in special classes 
for the gifted helped a majority of these individuals adjust to 
different groups. ( 1 ) 

One cause of the misconception that gifted persons in 
special programs will have emotional and social problems is 
the story of William James Sidis, who entered Harvard College in 
1909 at age eleven and died alone at age forty-six, having failed to 
achieve the heights portended by his giftedness. After research- 
ing this story and the lives of other gifted individuals, Kathleen 
Montour concluded that Sidis's tragedy was unique and that 
many other gifted persons who are allowed to proceed at their 
own rate and in accordance with their own goals lead successful 
and happy lives. (9) Cecelia Solano, who also explored the rela- 
tionship between precocity and subsequent achievement, con- 
cluded that gifted and successful adults can continue to denjon- 
strate exceptional abilities and success, especially if their achieve- 
ments are viewed in relation to their own goals. (13) 

Misconception 4. Special programs benefit only the participants. 

Perhaps the greatest stumbling block to the initiation of pro- 
grams for gifted and talented is the belief that these programs 
will serve only the top three to five percent of the community and 
will not add anything to the education of the majority of children. 
Indeed, many believe that if the gifted and talented are separated, 
other students will suffer without their input. 

First, in many situations where a program for gifted and 
talented exists, the total atmosphere and learning process 
throughout the school is improved. 



The Delphi Program in Greece, New York, is a semiseparated pro- 
gram beginning in fcMrth grade. Students are homogeneously 
grouped for the academic studies and heterogeneousiy grouped for 
the rest of the day. A few of the Delphi students became interested 
in whales and began to investigate the problem in depth. As a result 
of their enthusiasm, interest, and continual sharing with everyone 
in the school, many students outside the Delphi Program have also 
taken a strong interest in the "save the whale" campaign. The 
interest has resulted in letter-writing campaigns, art projects, and 
extensive outside reading throughout the school. 
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Second, the removal of the gifted and talented individ'aals 
from regular classes does not necessarily detract from the total 
instruction for the other students. Actually, removing gifted 
children from a regular classroom may result in the stimulation 
of new leadership among students previously overshadowed. 
When some students know most of the answers and are highly 
verbal in their responses to questions, many other, less confident 
students may be reluctant to demonstrate their knowledge or 
they coast, relying on others to give the answers. By allowing the 
extremely able studenti=> to participate in their own programs, 
other students will have more opportunity to participate actively 
in the regular classes designed for their particular characteristics 
and learning needs. 

Aliscoyiception 5. If gifted and taleitted individuals arc selected 

for a special progra.n, they ivill become elitist 
"snobs." 

This situation does not usually occur because most students 
tend to regard such a program as just another vehicle for educa- 
tion, li". a survey of student attitudes about inclusion in a special 
program for gifted and talented, Barbara Ford found that most 
students (86 percent) felt they were not treated any differently 
by their peers after inclusion in the program than before. (3) 
Sometimt :i gifted and talented students become less "elitist" when 
included in a special program because they find they do not have 
to ba defensive about their abilities with their classmates. 



Jack ar-d Dorothy weve considered "snobs" by most of their class- 
m<it<'- and their teachers durinpr their first few years of school. Not 
o.ily did they know all the answers, but they continually lauded this 
knowledge over the other students. Finally they were placed in a 
homo>2:eneousIy grouped program for the gifted and talented. Within 
a f(!W months they abandoned their elitist behavior and began to 
.nter^ct naturally and equally with most of the other children in the 
school, including those not in the special program. Apparently, 
according to their teacher, the elitist attitude displayed in the regu- 
lar classroom was a defensive posture adapted to overcome their 
feelings of ditferenco from their classmates. When they were placed 
in a situation whe»-e they could interact with intellectual peers, they 
lost the need to disp'ay their superior abilities to the detriment of 
others. 



In summary, our society has not provided sufficient funding 
or programs for gifte*; :,t'idents, either in comparison with the 
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average student or even with other areas of exceptionality. Re- 
search has demonstrated that the gifted and talented student does 
benefit from special programs, and some evidence demonstrates 
that gifted individuals are penalized when not provided with 
special attention. In most cases, gifted individuals do not suffer 
socially, emotionally, or physically from placement in a program 
designed to help them achieve full potential. On the contrary^ 
many educators believe that emotional problems will occur more 
readily if the gifted individual is not placed in a special program. 
Finally, a program for gifted and talented may help all students 
as it allows more pupils to participate and share in a wider 
variety of learning experiences. 

UNSPOKEN CONCERNS 

The preceding misconceptions present problems, but they 
may be overcome with direct replies. A more difficult resistance 
arises from those concerns and fears which remain unsooken. 
While the concerns exist, direct replies are difficult as few indi- 
viduals will acknowledge them. 

Unspoken Concern 1. We are averse to helping others become 

superio7\ 

Our system is based on the principle that everyone is equal. 
Although this means that all people should have equal opportu- 
nities to achieve their potentials, it is often interpreted as every- 
one being the same. In his short story ''Harrison Bergeron,'* 
Kurt Vonnegut illustrates the danger of this trend when taken to 
an extreme as those with above-average abilities are forced to 
remain average through physical encumbrances imposed by 
the "Handicapper General," Diana Moonglompers. While few 
would actually suggest going this far to maintain equality, some 
people are reluctant to allow individuals to move beyond the 
average in school. For example : 



When Bill entered school, he was excited about the prospects be- 
cause he had been reading^ for two years and he could compute 
simple math in his head. His excitement was turned to anxiety as he 
soon learned that he would not be able to read in school for another 
year because reading* was not taught until first grade- Even then 
he would be held back since he was reading" books at the fourth 
prrade level which he could not get until he was in fourth grade. 
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As Gallagher remarks: "To many people, there is something 
manifestly unfair about giving: Cranshaw, a boy of superior op- 
portunities and abilities, special help to do more with his superior 
abilities, when other children are still struggling to meet mini- 
mum requirements. To these people, it is disturbing that there is 
not a tidy balance sheet for life." (4) 

U nspoken Concern 2. The individual with superior intellect tviU 

turn against humankind. 

This apparently absurd statement has been perpetuated 
through several media, including novels, film, and comics, for 
many years. Frequently the villain in these dramatizations is 
either a tv/isted scientist bent on ^lestroying the world for some 
pseudoscientific goal, such as bringing the dead back to life, or an 
evil genius striving to dominate the world. The hero, on the other 
hand, is usually an individual of average intelligence who because 
of superior strength and luck is able to overcome the villain and 
save humankind. Even historical accounts tend to emphasize 
geniuses who caused destruction above those who produced 
beauty. More of us are aware of Adolf Hitler and his exploits 
than of Albert Schweitzer and his deeds. The former is more dra- 
matic and hence more exploited by the media than the latter. 
Consequently, this unconscious fear of superior intelligence is 
continually reinforced with few counterpoints. 

Unspoken Concern 3. Gifted students will become indep^mdent 

thinkers and lose their respect for author- 
ity figures. 

Although most teachers would hold the goal of educating 
students to be independent thinkers in very high regard, when it 
occurs many teachers and parents may block it. The student who 
continually challenges the teacher or the child who assumes too 
much responsibility too soon may encounter considerable diffi- 
culty in school and at home. 

There may be a fear of loss of control over the curriculum if 
students are given opportunities to develop their own resources 
and program. Such loss of control presents two major problems 
for the ieacher. First, without direct control over progress and 
rate, t!ie teacher may not be able to cover all that is indicated in 
the curriculum guide and may therefore be in conflict with admin- 
istrative forces. Second, many teachers enjoy their profession 
because of the opportunity to give information and knowledge to 
others. These teachers desire the student to be dependent on them 
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as intellectual resources. As students become independent in their 
needs, the role of the teacher moves away from the authority- 
figure and the dependent relationship is threatend. 

Unspoken Concern 4. Gifted students pose a threat to estab- 
lished values. 

Gallagher notes, "In essence, the inquiring gifted child is the 
true challenge to the educator and his own values, and the society 
and its values/' (4) Many of the leaders of radical movements 
and peace demonstrations during the late 1960s and early 1970s 
were gifted individuals following the dictates of the essence of 
democracy. In many cases, they were implementing rather than 
simply stating the principles upon which our society is based. 
Yet these individuals were also attacking many of the established 
institutions which had, in their view, violated these principles. 
Society did not readily accept them or their actions although 
many of their demands have since been acknowledged as legiti- 
mate, albeit late* Gallagher writes : 

It is easy enough to say that we believe in the democratic 
process a;id the free exchange of ideas. If we do believe 
them, then we have the responsibility for allowing these 
youngsters the opportunity to explore answers other than 
only those which we think arc^ corvect. If we ^re honestly 
committed to helping them thiiili for themselves, then we 
cannot impress upon them only our own concepts of what is 
right or what is wrong. (4) 

The foregoing are a few of the misconceptions and concerns 
which may be encountered. In particular situations other ques- 
tions, misconceptions, and unspoken concerns will exist. In addi- 
tion, some people have such deep-seated feelings against special 
programs that they will not accept any answer to their questions. 
Although developers may not be able to anticipate all objections 
which might be raised, they can respond intelligently and force- 
fully if they have formulated a rationale focused specifically on 
their own situation. 
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CHAPTER 2. 
PROGRAM DESIGN 



This chapter discusses the various organizational structures 
designed to meet the needs and to accommodate the character- 
istics of gifted and talented students. These structures may be 
divided into three general categories: totally separated, semi- 
separated, and integrated. Placement of a specific program within 
one of these three categories is determined by the amount of time 
the indi viaual student spends with other gifted and talented stu- 
dents who have also been selected for the program. Following this 
discussion three approaches to programming for the gifted and 
talented are highlighted: acceleration^ enrichment, and counsel- 
ing, which may be embedded in other structures. 

One of the basic assumptions underlying most of these or- 
ganizational designs is that gifted and talented students should at 
some point be grouped together to provide for intersection and 
productive cooperation. While research in homogeneous grouping 
has been inconclusive, some studies have indicated that it is suc- 
cessful for the gifted, especially if provided across age groups 
and accompanied by special teacher training and preparation for 
the particular group. After reviewing research in this area, Ruth 
Martinson concluded: "Those who oppose (homogeneous) group- 
ing have relied on opinion rather than o:: evidence. Recent studies 
have shown that administrative arrangements (without curricu- 
lar modification) for the gifted as such produce no change. Any 
plan must include active and appropriate intervention to suc- 
ceed." (10) Without materials, curricula, and instruction differ- 
ent from that found in most regular s-tlasses, the homogeneous 
grouping programs may be little more than administrative pipe- 
dreams. In programs where these provisions have been made, 
some researchers have found that ti e gifted in homogeneously 
grouped situations fare better than in x:eterogeneous classes. (17) 
Other educators, however, question the practice of homogen- 
eous grouping for gifted and talented. H£-lbert B. Robinson, for 
example, states, "The notion that mentally gifted children con- 
stitute a reasonably homogeneous group who possess a high level 
of general intelligence is a gross oversimplification." (16) These 
individuals differ greatly from each other not on-y in interests 
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and personalities but also in areas of superior abilities. '*Homo- 
geneous" is actually a misnomer but is useful if all the limitations 
are realized. An indiviaual may be identified as gifted and 
talented and effectively grouped to provide specific kinds of in- 
struction and experiences geared for particular characteristics 
and abilities* Even this resultant group, however, is not '*homo- 
geneous'* in the strict sense of the word as its members are not 
all the same. Rather, they constitute a group of students who have 
been selected from the general population on the basis of specified 
characteristics pertinent to a particular program. Within this 
group each member still maintains a wide range of diverse inter- 
ests, attitudes, and areas of expertise which should be taken into 
account when designing curriculum. In short, gifted and talented 
individuals should be grouped in specific areas to provide for 
appropriate interaction and to focus on particular levels of skill 
development and content coverage. 

In addition to considering the question of homogeneity and 
time, the developer should note that the administrative design 
must be selected not only for ease of implementation but also for 
its relationship to the other components in program development: 
goals, characteristics of the population, selection process, curricu- 
lum, and program evaluation. This design should serve to facili- 
tate the acquisition of the concepts, skills, SLnr\ understanding that 
will help the individuals in the program to fulfill their potential. 
Tc do so, all the components have to be taken into account 
throughout the continual development and modification of any 
program. 

One factor which shovild be taken into account when select- 
ing a design is that of the student's personal time. Although the 
gifted possess superior abilities in specific areas, they still have ^ 
other interests and needs hayond the educational experience. They 
are children wh<^ are frequently so intensely involved in many 
activities in and outside school that there may not be a spare 
moment in which to schedule another activity. 



Keith, age eight, gruarda his free tinie ferociously so that he will 
have time to play, to watch television, and to read on his own. In 
making" a d'^cision about participating in a special program, Keith 
sometimes chooses not to do so because of conflict with his personal 
interests. Such a reaction may account for some frustration in 
teachers and administrators when an outstanding student does not 
participate in their program. 
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I 

Conseqtiently, when asking students to participate in a special 
program, we should realize the possibility that they are being 
asked to sacrifice time when they might be involved with other 
activities. 

TOTALLY SEPARATED DESIGNS 

Programs in which students are homogenously grouped for 
all their instruction in i defined area of ability — academic sub- 
jects and visual and performing arts, for example — are definec' as 
totally separate. In seme situations students receive instruction 
as a separate group ia all areas, including the specific one defi-.T 
by program goals. Schools such as the City Honors Schooi ii^ 
Buffalo, New York, Hunter Elementary and High School and t^»8 
Bronx School of Science in New York City, the Magnet School in 
Dallas and the Houston School for the Visual and Performing 
Arts in Texas, the Major Work Program in Cleveland, the Pine- 
view School for the Gifted in Sarasota, Florida, and the Mentally 
Gifted Minors Program in California establish entrance criteria 
for students within their geographic region and gear instruction 
throughout the entire school to benefit the gifted ai. ^ talented. In 
other totally separated designs, students are ho^-iogeneously 
grouped only for the specific area and heterogeneously grouped 
for all others, receiving separate instruction in the defined area 
and participating in other classes with the rest of the student 
body. For example, in the Delphi Program in Greece, New York, 
students are selected to participate in a self-contained class for 
their academic experiences, but they are integrated with the 
rest of the school for other activities. Also, the SMPY (Study of 
Mathematically Precocious Youth) Program at Johns Hopkins 
University provides special acceleration in mathematics while 
students may follow a regular curriculum in other areas ; and the 
Governor's Honors Program in Georgia offers a career education 
and fut'jres emphasis. (18a) 

In other situations extended blocks of time, such as week- 
e ids or summer, are set aside for the program. The gifted in 
these programs receive specialized instruction only during those 
times and are usually integrated with other students curing 
school hours. Perhaps the most firmly established weekend pro- 
gram is the Saturday Workshop of the Gifted Child Society of 
New Jersey. Summer programs also attempt to accommodate 
gifted and talented individuals as a group. The Governor's School 
in Norti Carolina, for example, selects students from throughout 
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the state to participate in special summer experiences in various 
academic areas. Other summer programs such as those of Hori- 
zons Unlimited in Keene, New Hampshire, the Center for Crea- 
tive Youth in Middletown, Connecticut, and the USDAN Program 
in New York emphasize ;2reative and productive abilities. The 
Gifted Student Institute in Arlington, Texas, conducts summer 
programs throughout the United States and Mexico. Such pro- 
grams usually identify individuals in specific areas of giftedness 
and then provide instruction to help them achieve their potential 
in these areas, 

SEMISEPARATED DESIGNS 

Students in these programs i-eceive instruction in both 
heterogeneous and homogeneous groupings. In many instances 
they participate in regular classes for most of their* instruction, 
but they are encouraged to devote some time — a free period, after 
school, or part of a day once a week — to additional experiences 
within a particular area of instruction. Throughout the rest of 
the time thiy receive instruction in that area in the regular 
classes. In some of these situations students are ^'pulled out'* of 
their classes or released from school for short periods during the 
week for supplementary or extra instruction. These special 
classes may be handled in several ways : by itinerant teachers 
trained to work with gifted and talented, by mentors, or by other 
individuals with expertise in a particular area. In any such situa- 
tions the developer should strive to maintain close communication 
between the teacher of the special class and the teacher of the 
regular class; otherwise, severe problems may arise. First, 
unless the special teacher and the regular classroom teacher 
interact and communicate effectively, the student may be 
penalized for participating in the program by being given extra 
work requirements to '*make up*' work missed in class. Second, 
some classroom teachers may feel threatened by having ''experts*' 
take children out of the class for special programs and their 
attitudes tovvard the program may be communicated to the stu- 
dents involved. Third, untrained teachers of the special class, 
such as mentors, may not fully understand the purpose of the 
program or tlie characteristics of the students and may conse- 
ciuently fail to provide an appropriate experience for them. The 
interaction between the special teacher and the classroom teacher 
should help each one provide appropriate instruction for the 
gifted and talented individuals in the program as they share 
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information about materials, curriculum content, and approaches. 
It should also help to avoid duplication of effort, to allow students 
to demonstrate their abilities, and to increase their learnings 
effectively and efficiently. 

INTEGRATED DESIGNS 

Some schools attempt to accommodate the gifted and talented 
without modifying the general structure. Instead, the classroom 
teacher provides individualized instructional programs and 
packets and special projects. To provide .\ productive learning 
experience for the gifted, these approaches often require a wide 
range of expertise in many areas, vast resources, and teaching 
techniques which many teachers feel they do not have. In these 
programs the classroom teacher may have to work with phys- 
ically handicapped, emotionally disturbed, learning disabled, 
gifted and talented, as well as with the majority of students who 
fall within the range labeled "average." In such circumstances 
one or more groups may fail to receive the necessary attention 
and appropriate instruction. When a decision must be made about 
where to focus time and effort, the gifted and talented may be 
overlooked or given more of the same inappropriate work to keep 
them occupied. 

On the other hand, some teachers have been able to develop 
expertise and techniques to work effectively with gifted in the 
regular class. The development of expertise has required extra 
training in identifying and working with gifted and talented and 
help with designing appropriate individualized learning pro- 
grams. These programs, however, must be more than packets and 
solitary experiences because all students need the opportunity to 
interact with others of similar interests and aibilities. (See Se- 
lected References, Gartner and Riessman.) 

ACCELERATED PROGRAMS 

One of the more controversial approaches to education for 
the gifted and talented is the accelerated program. These pro- 
grams may take different forms, including early admission to 
kindergarten, high school, and college ; rapid movement through 
grades; and the bypassing of grades in specific subject areas. 
Critics suggest that acceleration is not appropriate because the 
individual will not be able to interact socially and emotionally 
with chronological peers. 
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In 1938 Keys reported studies of the effects of acceleration 
on students who entered the University of Californi-i at age 16.5 
or less compared with a control group who entered at age 17 or 
above. He found that the accelerated group was significantly 
superior in all areas of academics, including grade point average, 
scholarships, and academic awards. The accelerates held more 
class offices than the nonaccelerates and took part in more activi- 
ties, including athletics. Finally, Keys found that those with the 
greatest number of behavior problems were either nonaccelerated 
bright students or accelerated students of average intelligence. 
(9) He concluded that given an IQ of 140 or above, a boy should 
Giiter college at about age 16 and a girl a half-year younger. 

Years later, Morgan reaffirmed this finding. Comparing 
twenty-five gifted children five years after twelve of them had 
been accelerated in elementary school, she found the accelerated 
students to be superior to the nonaccelerated students in academic 
distinctions and social leadership. She also found that the acceler- 
ated students tended to show better social adjustment than the 
nonaccelerated students. (11) 

Some educators have indicated that acceleration not only 
helps the gifted and talented, but that failure to accelerate may 
harm the individual. While citing the advantages of acceleration, 
Bish notes that emotional problems may result from keeping 
gifted students in classes that do not challenge them, and that 
acceleration tends to contribute to increased social maturity in 
gifted students. (2) 

After surveying the research in acceleration, Stanley states 
that acceleration through college will not hurt the emotional de- 
velopment of the gifted individual. He concludes that nonaccelera- 
tion often frustrates the learning pace cf gifted students and 
results in emotional and academic problems. (18) 

Gold, after reviewing the research in acceleration, concludes 
that when standards for acceleration are maintained, the acceler- 
ated individuals will probably reach higher levels of academic 
achievement and will not suffer more emotional problems than 
nonaccelerated students. He cautions, however, that acceleration 
should not exceed two years throughout the twelve-year program. 
(5) Gold also cautions against more acceleration without modi- 
fication of the curriculum to meet the gifted individual's unique 
abilities. (4) Renzulli, too, warns against acceleration without 
modification, as instruction would probably not be geared to 
gifted individuals but rather to older students in a regular class. 
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"Then everyone ends up miirchinji to the tune of the lame drum- 
mer, albeit at a faster rate." (15) 

Program developers consider! iii^ accelerated proyrrams 
should be sure to avoid the rapid i?rade-skippini? that results in 
gaps in learninij. Students should be considered individually, 
taking into account their social and emotional growth as well as 
their intellectual capacity. Havighurst suggests that acceleration 
is valuable for the truly gifted but would not be appropriate for 
average or bright-average students. (7) Keys suggests the best 
time to accelerate is in the elementary grades, as this timing will 
help avoid many of the problems that might hinder the acceler- 
ated individual. (5) This suggestion has been borne out by other 
researchers who found that students who were accelerated early 
maintained their superiority throughout their school years. (1, 8) 
Although Jackson and others see a potential difficulty with motor 
skills, they believe the alternative to acceleration of young gifted 
individuals is deceleration, where they continually lose opportu- 
nities to expand their abilities. (4) 

In sum, acceleration can benefit the gifted individual, espe- 
cially if care is taken with the selection and the program. It 
seems most advantageous toiinitiate acceleration early, selecting 
those gifted children who display social maturity as well as intel- 
lectual superiority- Finally, the accelerated program, should pro- 
vide mo' ■ than just rapid movement through the grades. The 
curriculum should be modified to build upon the particular learn- 
ing characteristics of the gifted and talented individuals involved 
in the program. 

ENRICHMENT PROGRAMS 

These programs usually involve supplementing the regular 
curriculum with activities that provide more opportunity to ex- 
plore in depth the topic or area of study. The varieties of enrich- 
ment are limited only by the imagination, including independent 
study, supplemental learning kits or packets, field trips, and 
mentors, or full classes with extended opportunities. 

Successful enrichment programs for gifted students usually 
require the student to move beyond the routine acquisition of 
knowledge to examine relationships among different areas or to 
delve deeply into a few areas. The less effective programs fail to 
differentiate among students and require the gifted to do the 
same as everybody else, only faster and more often. These pro- 
grams do not take into account characteristics of the gifted such 



as their ability to draw abstract generalizations ; to pursue topics 
of interest in great depth; to analyze, synthesize, and evaluate 
with little guidance, and to communicate ideas extremely well in 
a variety of ways. j 

Another problem with some enrichment programs for the 
gifted is that they may stop far below the levels of the students. 
While these programs may provide a variety of activities, too 
often they do so without sequen::e, direction, or ultimate goals, 
being merely a patchwork of goo. ' intentions. As T. Ernest New- 
land suggests: *'The numerous, and soon monotonous, things 
which bright children can do as teacher aides, the number puzzles 
which may be solved, the wide variety of charts , , , to be con- 
structed and maintained, and the like are but intellectual atoms 
which too often are ri*rre' a gesture of a shallow educational 
diversion than of true enrichment/' (12) Successful enrichment 
programs for the gifted and talented build upon their character- 
istics and challenge them to explore new areas of thinking and 
responding. Such programs should provide a sequence of experi- 
ences designed to promote continuous fulfillment of the potential 
of gifted students. 

The mentor type of enrichment program has offered valuable 
learning experiences, but mentors must be carefully selected to 
challenge the learner sufficiently. Bruce Boston suggests that in 
programs that stress interaction between gifted students and 
mentors, emphasis should be on observation, perception, and 
problem finding and problem solving, rather than on verbal dis^ 
semination of information to the gifted individual. Boston also 
recommends that both the gifted student and the mentor should 
be specifically selected for the program and should be carefully 
matched. (3) Enrichment through mentor-pupil interaction may 
be especially valuable because it not only puts the gifted child in 
contact with a specialist in a given field, but it may involve the 
community in the program. Again, care must be takon with the 
pupil and mentor selection, and program developers must work 
with the pairs to be sure that the experiences fulfill the needs of 
the individual and the goals of the program. (See also Uhler 
[19]-) 

Other types of enrichment include accelerated subject mat- 
ter units, team-teaching in specific areas, small group interaction, 
lectures and demonstrations, and instructional television pro- 
grams. (13) Although these techniques may provide valuable 
learning experiences for all students in a class, including the 
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i?ifted, unless the focus is on continuous development of abilities, 
the experiences may fail to provide the gifted individual with 
sufficient challenge and sequence. They may be interesting and 
fun but not so fulfilling as they could be with appropriate develop- 
ment. 

COUNSELING 

A vital but often neglected component of programs for the 
gifted and talented focuses on their emotions and attitudes, their 
affective needs. While important for all students, counseling and 
guidance for the gifted should incorporate areas unique to their 
specific characteristics (see Characteristics and Identification of 
Gifted and Talented Students) as well as general areas of guid- 
ance. For example, because the mental ages of gifted children 
exceed their chronological ages, they are often expected to be 
more emotionally mature than their agemates. "In fact, it is more 
likely that they will be somewhat more mature than chronological 
expectations but closer to (chronological age) than to mental 
age." (6) 

Because the gifted and talented may be more mature than 
their chronological peers, they may be treated as adults when 
they are, indeed, still children. Such treatment and resultant ex- 
pectations may create emotional difficulties not encountered by- 
other children. Teachers, parents, and even counselors may fail 
to recognize these and other special needs of the gifted and 
talented. 

Some particular areas of counseling needs for the gifted 
result from their special characteristics. First, many gifted in- 
dividuals have difficulty selecting one area upon which to focus 
for future studies or vocation. While most of us have a limited 
choice since we can excel in only a few areas, some gifted individ- 
uals possess superior abilities and intense interests in many 
areas. This is advantageous on the one hand but anxiety-produc- 
ing on the other, for the gifted individual may face conflicting 
pressures to choose various avenues. Some pressures lean toward 
those roads leading to monetary reward, others push toward 
those showing social conscience, and still others urge intellectual 
or artistic pursuits. Possession of abilities to excel in any of these 
areas thus may place the gifted individual in situations where 
choice is very difficult. 

Other problems relate to peer relationships. The ability to 
understand concepts not envisioned by others may lead to a soli- 
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tary position where the gifted child may be the brunt of others^ 
frustrations- The resulting personal anxiety and frustration may 
cause complete withdrawal from the the situation, open rebellion 
against peers and teachers, or denial of the abilities and main- 
taining a very low profile in the situation. Without help, the 
gifted individual may not be able to cope with the problem and, 
consequently, may not develop those talented characteristics and 
abilities. Also, some gifted and talented individuals need help in 
interacting with others whose skills are not so advanced as theirs. 
They have to learn not only patience and understanding of others, 
but, perhaps more importantly, a realization that everyone has 
something to offer and tliat we should seek out each other's 
strengths, helping each other by sharing interests and abilities. 
Peer relationships, especially among adolescents, are very im- 
portant for emotional security. Because of their differences from 
average students, the gifted sometimes need more help than most 
in establishing productive relationships. 

Again, because of their advanced skills, many gifted students 
acquire personal fears of failure. As Gowan and Bruch observe : 
"Superior students often desire to excel, but this very need may 
be so great that they will not risk a mediocre or less than first- 
rate performance, Perfectionistic tendencies can limit activities 
which require new experiencing, or in which they feel unsure of 
completing successfully.*' (6) This fear of failure may make it 
difficult for the gifted and talented individual to attempt any new 
solutions to problems or to try to solve problems that may be too 
difficult. To develop their abilities they need challenges and they 
should explore alternative approaches to problems. To do this, 
however, they may require help from parents, teachers, and 
counselors to acquire the security necessary for taking risks 
which may lead to failure rather than to success. 

To help gifted and talented individuals develop emotionally 
as well as intellectually, teachers, counselors, and parents have 
to work cooperatively because all three groups are extremely 
important in this maturation process. Joseph Kandor of the State 
University of New York^ College at Brockport, has suggested that 
this interaction may be facilitated by focusing on vocational 
choices using a decision-making model. (8a) For example: 

1, Identify a pi^oblem. Focus attention on specific aspects of 
difficulties encountered in selecting a career or on specific 
career choices. 
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2. Identify alternative solutionis. Brainstorm many ways of 
overcoming the problem or many possible careers ; list 
all alternatives without comment. 

3. Evaluate alteimatives. Explore positive and negative as- 
pects of each alternative, including objective areas, such 
as future market, and subjective ones, such as self- 
gratification* 

4. Select the best alternative. Realize that this selection 
applies only to present conditions and that if the condi- 
tions change, the selection may be modified- The choice is 
only the best at the time, not the right one forever. 

5. Try the alternative selected. 

6. Recycle the selection^ Reassess the legitimacy of the selec- 
tion by taking it through the procedure again. The first 
choice may not necessarily be the best* 

This approach to problem solving and decision making may be 
used productively by teachers, counselors, and parents as they 
explore problems with the gifted and talented* 

The Guidance Institute for Talented Students (GIFTS) at 
the University of Wisconsin at Madison combines academic pro- 
grams with guidance and counseling for the gifted. Philip Per- 
rone describes the areas stressed in the counseling component. 

Diminish self -dissatisfaction. 

Being different, even if it is being talented, frequently 
leads to negative feeling or self-dissatisfaction. It is most 
important to prevent dissatisfaction from occurring by help- 
ing build a positive self-concept from the beginning. Fre- 
quently talented students learn they are diiferent from peers 
after the first year or two of school when they become sensi- 
tive to self-in-relation to others. When self-dissatisfaction 
occurs, the teacher should look for significant changes in 
behavior such as excessive withdrawal or aggressiveness. 

Irriprove self -under standing. 

Children need to understand their talents — and their 
accelerated development — in order to enhance their self- 
concept (or diminish self-dissatisfaction). Most importantly, 
each talented student should understand the intent or degree 
of accelerated development and whether it is general or 
specific (i.e., manifested in all or one or two aspects of scho- 
lastic performance) . 




stimulate interests, initiative. 

In part, the talented student should be given some free- 
dom but particularly in elementary grades and to a lesser 
extent throughout school, teachers must provide much of the 
materials or structure many of the learning opportunities. 
The teacher of a gifted student could be compared to a 
coordinator. 

Foster conceptual development. 

Accelerated development requires appropriate learning 

tasks to help talented students continue their growth. Both 
conceptual (Piaget & Kohlberg) as well as metaphorical 
(Samples) development should be developed. Teachers may 
have to become more familiar with the literature regarding 
metaphorical development and divergent thinking, 

Foster motivation. 

When defined as an inner drive it is necessary to provide 
opi ortunities for motivated students to set their own course 
to a certain extent. However, motivated students will 
need help in structuring appropriate learning opportunities 
and they will need feedback regarding their performance. 
Faculty can also teach students how to evaluate their 
endeavors thus freeing them from being totally dependent 
on others for feedback and evaluation. 

Foster an internal frame of reference. 

Developing a value system, an internal locus of control 
and field-independence are related terms. In -ffect knowing 
and testing oneself, being motivated and capable of self- 
valuation is representative of someone with an internal 
frame of reference. 

Achieve effective peer relations. 

The talented student may require more teacher assist- 
ance with this task than all the others combined. Group dy- 
namics in the classroom are the teacher's responsibility. 
Effectively orchestrating a classroom situation with one or 
two pupils with accelerated development presents a chal- 
lenge to any teacher. A beginning point is to have all stu- 
dents recognize and accept their somewhat unique levels of 
development similarly to how we accept (but maybe don't 
like) differences in height, weight, and speed afoot. (14) 
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Developers should carefully incorporate counseling into 
their overall program, stressing interaction among teachers, 
counselors, and parents. Although many assume that the gifted 
and talented have little need of it because of their superior abili- 
ties, some gifted individuals may actually have greater need of 
counseling than others. Gowan and Bruch cite two major reasons : 
"1) The gifted arrive at an awareness of human problems, of 
values questions, and of their need to search for meaningf ulness ; 
2) such students develop socially and emotionally over a longer 
period of their lives and to higher levels of social responsiveness 
and responsibility. Their early levels of awareness make them 
especially sensitive to the emotional reactions of others and to 
their O'vn self-reactions. Their longer developmental range sug- 
gests they have a longer need for accessibility to supportive 
guidance." (6) 



35 



35 



ERIC 



Case Study 



Ralph's parents discovered that he could read fairly well when 
he was four. By his fifth birthday he was not only reading books 
from the Random House Beginning Reader's Club, but he was also 
doing addition, subtraction, and multiplication of large numbers in 
his head. He could write a little, tell time well, and make change as 
banker in Monopoly games, which he usually won. This information 
was not shared with the kindergarten teacher the following year. 

One month after kindergarten started, a confrontation occurred 
between Ralph's parents and the kindergarten teav-her. The child's 
behavior at home had deteriorated and he complained about getting 
into trouble in school for "talking/^ Apparently Ralph was reading 
the directions of his kindergarten workbooks and doing the exercises 
while the teacher was explaining the directions to the rest of the 
class. Although the teacher did not realize he could read, his class- 
mates did. Therefore they often went to him for help with the 
exercises and he got into trouble for talking. After the parent- 
teacher conference, a first grade teacher offered to work with Ralph 
in her reading group. This meant that the five-year-old boy had to 
go by himself across the school to another wing, crossing through 
the gym during basketball games or walking around outside the 
school. In spite of the severe winter weather, Ralph pursued the 
outside route so that he could participate in the advanced reading 
group. Later, he was confronted with a more difficult decision when 
his kindergarten class changed from morning to afternoon session. 
Either the boy had to leave his friends in kindergarten or forsake 
the reading program. He chose to stay with his friends. During 
another parent-teacher conference, the kindergarten teacher told 
his parents that Ralph was doing well in math because he could 
count to ten. At home, however, he was using flash cards to do 
addition, subtraction, and division problems. The teacher did not 
give the child more advanced work because his penmanship needed 
improvement. 

When Ralph entered first grade and scored 90 on a group IQ 
test, his first grade teacher realized he had more ability than was 
reflected by this score and had him take an individualized IQ test 
on which he scored 170. While this score demonstrated his superior 
abilities, Ralph could not receive help from the special education 
teacher or from a tutor because they were designated for the learn- 
ing disabled. He was allowed to attend some science classes in the 
upper grades two periods each week for six weeks- The work there, 
however, was similar to that in his own class. During first grade he 
worked ahead in math, completing the first, second, third, and half 
of the fourth grade math books; and he read the most advanced sec- 
ond grade book for his class. His friends liked and respected him, 
and he enjoyed school that year. 

In second grrade Ralph was permitted to join the reading group 
with which he had worked when he was in kindergarten. .The 
teacher of this third grade group held high expectations for the 
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child and provided him with a great deal of extra work, often on 
projects of his own choosing:. In other areas of the curriculum Ralph 
worked with his classmates at the second grade level, except in 
math in which he worked with an easy third grade text. Ifinding 
the drill in the math series repetitious, he constantly worked slowly 
in that book. His frustrations seemed to carry over to his peer 
relationships and his study habits. He began to get into fights dur- 
ing recess, and his friends drew away from him or made him the 
brunt of their jokes. While his work area at home was highly 
organized and neat, his desk in school was in constant disarray. His 
relationship with his second grade teacher was antagonistic on both 
sides. When his parents had the boy diag^nosed by a psychologist, 
the psychologist reported that Ralph worked with speed and rn- 
tensity, was overly concerned about failure, became frustrated when 
his answers were not accepted ^ and had a superior attitude toward 
others. He recommended no acceleration at that time. Ralph was, 
however, allowed to begin the fourth grade math book, which he had 
nearly completed the previous year* 

When Ralph began third grade, his family was in the midst 
of a crisis with his father seriously ill. His new teacher told the 
child his reading was not up to her standards, but he was allowed 
to attend a fifth grade math class where his work was exceptional. 
Yet when he returned to his third grade class, he was teased by 
classmates for having to receive ''special help'* in math. Finally, 
the child's frustration became overwhelming. No longer wanting to 
go to school, he seriously wondered what was wrong with him and 
began to talk about killing himself. 

Outside school, however, Ralph won every honor available to a 
cub scout in his age range and worked on other projects for which 
he was too young to receive recognition. He also bowled and served 
as an altar boy. In short, the boy achieved recognition and satis- 
faction outside school and in the accelerated fifth grade math class, 
but he was continually frustrated in his third grade class. After a 
parent-teacher-principal conference, Ralph was allowed to move 
into a fifth grade program, leaving third grade and bypassing 
fourth grade completely. 

The first two weeks of fifth grade were very difficult, both aca- 
demically and emotionally. Having skipped fourth grade, Ralph 
had never had homework and had only begun to learn cursive 
writing. While the older children were inf»T)ressed by his abilities 
on tests, they teased him about his writing ....d inability to complete 
his homework. Afer considerable emotional stress and with support 
from home^ Ralph began to master the routine of homework and 
the other organiziational skills taught in fourth grade. By the third 
week he was playing basketball with his fifth grade classmates and 
seemed to enjoy school. Apparently his classmates are beginning to 
accept Ralph as a peer socially as well as academically. At age 
eight, however, he is now beginning to outdistance them in math and 
is ready for concepts usually reserved for high school. His parents 
are concerned about the next step. 
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CHAPTER 3. 
CURRICTJLAR MODELS 



I 

Several educators have developed models to help teachers 
analyze and develop curriculum. Three sample models which 
teachers and program developers have found helpful for working 
with the gifted and talented are presented here : Bloom's "Taxon- 
omy," Guilford's "Structure of the Intellect," and Renzulli's "En- 
richment Triad." Since a thorough understanding of any of these 
models would require intensive study, the material provided will 
expose readers to the basic elements of each. For a more complete 
examination of the various models, the texts cited at the end of 
the chapter are suggested. 

BLOOM'S TAXONOMY 

In their effort to develop a system of analyzing classroom 
activities in relation to cognitive behaviors. Bloom, Krathwohl, 
et al. developed a taxonomy of educational objectives that has 
provided a foundation for curriculum development since 1956. 
(1) This practice has continued with programs for gifted and 
talented students with particular emphasis on the higher levels 
of cognitive behaviors. The six categories of the taxonomy rep- 
resent a hierarchy of cognitive behaviors with each level incor- 
porating all previous levels with the exception of evaluation 
which may occur at any level. 

1. K7iowledge. This category generally reflects recall of 
information. Verbs often used to describe student be- 
havior reflecting knowledge are memojHze, recall, state, 
identify, recognize, list, match, name. A suggested activ- 
ity in this category : 

List the main characters and their roles in The Hobbit. 

2. Comvrehension. In addition to knowledge of ideas, this 
category incorporates those behaviors which demonstrate 
understanding of material. Verbs often used to describe 
student behavior reflecting comprehension are para- 
phrase, translate, restate, summarize, illustrate, inter- 
pret, explain. A suggested activity in this category : 

Summarize the conflict between Bilbo Baggins and 
Gollum in The Hobbit. 
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3, Application. As the title suggests, behaviors in this cate- 
gory demnnstrate ability to apply understanding of con- 
cepts to other situations. For many students, especially 
the gifted, application may be a high-level behavior 
because a quality work will incorporate all other levels 
of the taxonomy. Verbs often used to describe student 
behavior reflecting application are apply, produce, com" 
pute, solve, relate, iise, construct, prepare. A single sug- 
gested activity in this category : 

Using the events described in The Hobbit, produce a 
map tracing Bilbo Baggins's adventure- 

A more complex suggested activity in this category: 
Relate Bilbo Baggins's ambivalent feelings toward his 
adventure of the ring to your own feelings about the 
first day of class in a new school. 

4. Analysis. Behaviors in this category involve the ability 
to break down and describe the components of an item 
and the relationships of those components to each other 
and to the whole. Verbs often used to describe student 
behavior reflecting analysis are analyze, discriminate, 
compare/ contrast, distingtvish, detail, classify. A sug- 
gested activity in this category : 

Compare and contrast the personality of Bilbo Baggins 
in The Hobbit with the personality of Frodo Baggins 
in Fellowship of the Ring, 

5. Synthesis. This level of cognitive behavior requires ability 
to draw together ideas or materials from different source^ 
to create something new. Verbs often used to describe 
student behavior reflecting synthesis are produce, design, 
W7^te, reorganize, create, generate, generalize. A sug- 
gested activity in this category : 

Using the settings and personalities of characters 
developed in The Hobbit, write a new adventure for 
Bilbo Baggins. 

6, Evaluation. Behaviors in this category involve judgments 
about valpe, purpose, or quality of an idea or item. Verbs 
often used to describe student behavior reflecting evalu- 
ation are judge, criticize, assess, justify, appraise, rank, 
dispute. A suggested activity in this category : 

Justify or criticize Bilbo Baggins's taking the ring. 
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Although instruction ideally should involve all students at 
each level of the taxonomy, in practice most class time is spent 
on acquisition of knowledge and demonstration of comprehension. 
Many educators suggest that for the gifted and talented a greater 
proportion of instruction? 1 +ime should be devoted to the higher 
levels of analysis, synthesis, and evaluation. This approach for 
gifted students, however, does not omit work at the knowledge 
and comprehension levels. These students require basic skills and 
acquisition of knowledge and demonstration of comprehension in 
order to operate at the higher levels. On the other hand, they 
should not spend so much class time on these skills as other pupils 
do since most gifted students are able to acquire knowledge and 
comprehend information quickly and independently. The diagram 
which follows illustrates the relative proportion of classroom 
emphasis on each level. 



Average Students 




Knowledge 
Comprehension 
Application 



Evaluation 



Synthesis 



Analysis 




Gifted Students 




Knowledge 
Comprehension 
Application 



Evaluation 



Synthesis 



Analysis 
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In addition to the cognitive domain, educators, especially 
Krathwohl et al„ have also developed a taxonomy for the affective 
domain to describe emotional and attitudinal development. (2b) 
While these two domains are often cited ao separate entities, 
there is constant interaction between them. In developing a 
curriculum, teachers must consider student attitude as well as 
intellect. Frank Williams has illustrated this with a component of 
his "Thinking-Feeling'' modeL (5) (See also his A Total Crea- 
tivity Program for Individualizing and Hnmanizing the Learnirig 
Process (6).) Under pupil behaviors, he cites the following: 



Behavior 



Pupil Behaviors 



Meaning 



COGNITIVE— INTELLECTIVE 

FLUENT THINKING 
To think of the most — 

FLEXIBLE THINKING 

To take different approaches — 

ORIGINAL THINKING 

To think in novel or unique ways- 

ELABORATIVE THINKING 
To add on to — 



AFFECTIVE— FEELING 

RISK TAKING 

To have courage to — 



COMPLEXITY 

To be challenged t< 



CURIOSITY 

To be willing to — 



IMAGINATION 

To have the power to — 



Generation of a quantity 

Flow of thought 

Number of relevant responses 

Variety of kinds of ideas 
Ability to shift categories 
Detours in direction of thought 
Unusual responses 
Clever ideas 

Production away from the obvious 

Embellish upon an idea 
Embroider upon a simple idea or re- 
sponse to make it more elegant 
Stretch or expand upon things or ideas 



Expose oneself to failure or criticisms 
Take a guess 

Function under conditions devoid of 
structure 

Defend own ideas 

Seek many alternatives 

See gaps between how things are and 

how they could be 

Bring order out of chaos 

Delve into intricate problems or ideas 

Be inquisitive and wonder 

Toy with an idea 

Be open to puzzling situations 

Ponder the myste'.-y of things 

To follow a particular hunch just to 

see what wilt happen 

Visualize and build material images 

Dream about things that have never 

happened 

Feel intuitively 

Reach beyond sensual or real bound- 
aries (5) 
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An activity exemplifying the interaction of intellect and 
attitude according to Williams's model might be the following: 



TO ENCOURAGE: CURIOSITY AND COMPLEXITY 



The technique of mapping was used by a teacher to express cate- 
gories and relationships. From among a random collection of 
items, some heavy and some light, the children were to discover 
those that float and those that sink. First they were asked to guess 
those that would float and those that would sink and to test their 
guesses out in a tank of water. After the items were separated 
into two categories of "sink" and "float,*' the children were to 
map their guesses versus their tests on paper. A map was ex- 
plained as a representation of their guesses and tests by arrows 
drawn between each item to either category. For example : 



This lesson helped children discover categories and relatiotiships 
as well as to verify their oivn hypotheses. (5 :81) 

GUILFORD'S STRUCTURE OF THE INTELLECT MODEL 

Realizing that most concepts of intelligence are closely asso- 
ciated with intelligence tests and consequently do not encompass 
all of our intellectual activities, J, P. Guilford factor-analyzed 
intelligence tests and activities and developed the Structure of 
the Intellect model in The Nature of Humayi Intelligence, 1967. 



THROUGH : 
USING: 



Arithmetic ; Scienc^e 

Strategies No. 2 — Attributes 

No. 9 — Skills of search 
No. 14 — Evaluate situations 
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(la) This model delineates various aspects of intelligence along 
three dimensions, providing for Isolation of different aspects of 
intelligence at each point of intersection. When illustrated the 
model is a block with three major dimensions: 

1. Operation — describes the major intellectual activities 
through which one processes information from the 
environment. 

2. Content — describes the forms information may take 
wh;le in the environment. 

3. Product — describes the form information takes as it is 
being processed by the individual. 




For each major dimension Guilford has then delineated sev- 
eral subcategories. 

Operation, comprising the major intellectual activities or 
processes, has five subcategories : 

Cognition. This requires recognition of information which 
may be conveyed in any form, e.g., dramatics, print, film, 
sound. A suggested activity in this category : 

Show a child a picture of a common object that has a part 
missing and have the child identify the missing part. 
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OPERATION* 




Memory. This requires recall of information to which the 
individual has previously been exposed. A suggested activity 
in this category : 

Display a tray of objects and have the child list the objects 
after the tray has been removed. 

Divergent Production. This requires the generation of a 
variety of ideas from a stimulus. A suggested activity in this 
category : 

Show a child a common object and have the child describe 
as many uses for the object as possible. 

Convergent Production. This also requires the generation of 
information from a stimulus, but in this case the emphasis 
is on reaching a single, or conventionally accepted, result. 
A suggested activity in this category : 

Play the game Twenty Questions, in wh^ch one player 



♦ From The Nature of Human Intelligence by J. P, GUilford. Co^"right © 
1967 by McGraw-Hill Book Company. Adapted with prrmission oi cGraw- 
Hill Book Company. 



45 



attempts to guess an item which another player imagines. 
The guesaer can ask twenty questions to which the other 
player replies yes or no. If, after the twenty questions 
have been asked, the first player names the item correctly, 
he/she wins. If not, the other player wins. 

Evaluation. This requires making judgments according to an 
internal or external criterion. A suggested activity in this 
category : 

Decide whether or not a particular fictional character's 
action was consistent with the personality developed by 
the author. 

Content, the broad classes or types of information an indi- 
dual may perceive, encompasses four subcategories: (3) 

Fifjnl-aL This information is perceived through the senses. 
It may be in the form of shapes, touch, or sounds. A drawing 
of a person or object, for example, is information trans- 
mitted through a figure. 



CONTENT* 

Fifjura] ^ 

Symbolic 
Semantic 
Behavioral 




^ From The Nature of Human IntvUigcvcc by J. P. Guilford. CopyriRht © 
1967 by McGraw-Hill Book Company. Adapted with permission of McGraw- 
Hill Book Company. 
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Symbolic. This information is transmitted through a sign, 
something that is representative of the idea or feeling. A 
letter, a product logo, or a number, for example, is symbolic 
information. 

Semantic. This information is transmitted through spoken, 
written, or imagined words. An individual may have the 
concept but may be unable to verbalize it. 

Behavioral. This category encompasses information trans- 
mitted through the nonverbal behaviors of others. "Body 
language," for example, would fall within this area» 

Productt the form that information takes as an individual 
processes it, has six subcategories : 

Units. This type of information is processed singly. A unit 
can stand alone. The word "carrot," for example, is a seman- 
tic unit. 

Classes. When units are grouped because they have one or 
more attributes in common, they form a class. "Vegetables," 
for example, is a semantic class. 

Relations. Those ideas or concepts which underlie the con- 
nections between units to make them a class are relations. 
In the following example the relation may be a statement 
such as "B is the natural class to which A belongs." 

aba b a b 
peach fruit pea vegetable beef 

Systerns. More than two interconnected units form a system. 
The following example is a semantic system. 

Solve the following problem : 

If you can buy two colas for 15 cents, how much would 
eight colas cost? 

This problem system involves two quantities of colas (2 
and 8) and two quantities of money. One of the latter is 
given and the other is to be found by the problem solver. 
He can solve the problem if (1) he grasps the combination 
of related pairs so that he knows what numerical opera- 
tions must be performed, and (2) he performs the'opera- 
tions correctly. (2) 
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Transformations. When information is changed or shifted in 
its function, it is senjantic transformed. Puns, for example, 
are transformations. "A sign in a Texas restaurant reads, 
'Remember the a la mode'.** 

Implications. These are expectations or predictions based on 
experience or previous information. Semantic implications, 
for example, often involve "What if . . statements. "What 
would happen if all the electricity were turned off for a 
month?" Science fiction lends itself to implications a. id is 
often a favorite area v/ith -jif ted students. 



PRODUCT* 



OPERATION: 




The intersection of the three components of intelligence 
forms a unit of intellectual ability or functions. If an individual 
recognizes a suggestive wink, she/he is performing the operation 

* From The Nature of Human Intelligence by J. P. Guilford. Copyright © 
1967 by McGraw-Hill Book Company. 




of cognition with behavioral content for a single unit. Also, where 
divergent production (operation), semantic (content), and 
classes (product) intersect, the intellectual activity would indi- 
cate divergent production of semantic classes. The following is an 
activity illustrating this interaction : 

Group the following words in as many different ways as you 
can: boy, toy, mother, boat, robin, liiigator, and bottle. 

The groupings are varied (divergent production) , the words 
convey meaning (semantic), and the groups contain more than 
one word (classes). (See Activities for Teachers — "Curricular 
Models," pp. 121-25.) 

The Structure of the intellect model gives program develop- 
ers a theoretical base to fixamine many aspects of intelligence not 
often included in most curricula because these areas are not 
identified by IQ tests. Some educators, such as Mary Meeker, 
have developed tests and activities derived from Guilford's Struc- 
ture of the Intellect model. 



For convergent production of figural systems a teacher might take a 
large map of the United States and cut out each state, making sure 
adjoining states are different colors. The student's task is to put 
the pieces back together to form the map of the United States. To 
accomplish this task the student has to select appropriate shapes of 
states and place them in correct positions in relation to the other 
states. 



RENZULLI'S ENRICHMENT TRIAD MODEL 

Joseph Renzulli of the University of Connecticut combined 
his research and experience with education of the gifted and 
talented to develop the Enrichment Triad Model for curriculum 
development. This model is based on several assumptions about 
programs for gifted and talented. First, gifted students demon- 
strate certain characteristics such as persistence to a greater 
degree than other students. Second, enrichment should not be 
relegated only to programs for gifted and talented students ; ail 
students should have experience with higher-level thinking skills, 
problem-solving activities, and creative/productive thinking 
skills. Third, the highly motivated gifted and talented individual 
should have the opportunity to pursue real problems in depth and 
to present results of that pursuit to a real audience. 
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As the title implies, the Enrichment Triad curriculum con- 
sists of three types of enrichment which are not necessarily 
sequential. The first is Type I Enrichment, general exploration 
activities. The purpose of these activities is to motivate the stu- 
dent and "to bring the learner into touch with the kinds of topics 
or areas of study in which he or she may have a sincere 'inter- 
est'.** (4) Typical activities in this phase are interest centers, 
short discussions, films, and field trips. These experiences, how- 
ever, should be the kind which could lead to more extens?' o re- 
search and involvement if the student wishes to pursue them. 

Type II Enrichment consists of group training activities. 
The pursuit of these activities is to teach specific skills, "to 
develop in the learner the processes or operations (the *powers of 
mind') that enable him or her to deal more effectively with 
content." (4) Training experiences might, for example, involve 
problem-solving strategies, creative and productive thinking ac- 
tivities, as well as specific focus on areas defined in Guilford's 
Structure of the Intellect model. Activities in Type II Enrichment 
are designed to develop specific abilities and may involve a variety 
of games, discussions, and experiences aimed at particular kinds 
of skill development. Experiences involving Type I and Type II 
Enrichment should be available to all students, not just the gifted 
and talented, as motivation, breadth of experience, and skill 
development in the areas mentioned are appropriate for all, not 
for just a selected few. 

Type III Enrichment, individual and small group investiga- 
tions of real problems, however, is designed primarily for the 
motivated gifted and talented students. As Renzulli states : 

Type III Enrichment diflfers from presented exercises in 
several important ways. First, the child takes an active part 
in formulation of both the problem and of the methods by 
which the problem will be attacked. Second, there is no 
routine method of solution or recognized correct answer 
although there may be appropriate investigative techniques 
upon which to draw and criteria by which a product can be 
judged. Third, the area of investigation is a sincere interest 
to an individual (or small group) rather than a teacher- 
determined topic or activity. And finally, the youngster en- 
gages in Type III activity with a producer's rather than con- 
sumer's attitude, and in so doing, takes the necessary steps 
to communicate his or her results in a professionally appro- 
priate manner. (4:30) 
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At this time students move from learning about something to 
producing new products. They focus on a problem of real con- 
cern to them, treat it as a professional in that field would treat 
it, and finally present their product to an audience which a pro- 
fessional would consider appropriate. (See "Sample Primary 
Investigation" on p. 113.) 

RenzuIIi illustrates his model as follows, indicating that a 
student or group of students may move from Type I to Type III 
directly rather than progressing through a prescribed sequence. 
(4:14) 



TYPE I 

General Exploratory 
Activities 



TYPE II 

Group Training 
Activities 




Individual & Small Group 
Investigations of Real Problems 





The Enrichment Triad Model* 



The Enrichment Triad v/as established for work outside the 
regular curriculum. Tuttle modified Renzulli's model for incorpo- 
ration within a full curriculum for gifted and talented students 
in grades four and five. These students are homogeneously 
grouped in self-contained classes for their academic experiences 
and heterogeneously grouped for all other experiences. 

* Figrurc 1 (pafife 14) from The Enrichment Triad Model by Joseph Renzulli 
(Mansfield Center, Conn*: Creative Learning Press, 1977) • 
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Exploratory Activities are dcG^^ned to introduce and expose 
students to a wide range of ideas, materials, and resources. Stu- 
dents are encouraged to pursue the ideas on their own. Also in- 
cluded in this phase are activities which help students acquire 
knowledge but not necessarily specific skills. Exploratory activ- 
ities include* interest centers, introductory lessons, field trips, 
independent r-^adings, listening and viewing activities. 

Trainimj Activities are separated into two categories: skills 
and projects. Training skills activities are designed to help L:tu- 
dents develop specific skills within the context of the theme or 
unit. In this program the concentration is on skills in areas such 
as problem solving, creative thinking, and research, as well as 
those in academic areas and communication. Lessons in this phase 
either teach specific skills or require application of specific skills. 
Training projects are culminating opportunities, synthesizing the 
ideas and incorporating the skills involved in the unit. Students 
have a choice of projects through which they can demonstrate 
knowledge of content, effective application of skills, and ability to 
communicate effectively to an audience. 

Investigations provide motivated gifted students with the 
opportunity to Dursue real problems for real audiences. These 
investigations may emanate from either of the previous phases, 
but students usually do not embark on a full investigation until 
they have been through at least one training project. Investiga- 
tions are conducted on a contractual basis with the teacher. 

IMPLEMENTATION OF TRIAD 

The following "unit" was designed for a homogeneously 
grouped middle school class. Although the activities are presented 
sequentially, the students and class moved back and forth among 
the three phases (exploratory, training, and investigations). The 
contract at the end provided a basis for an initial teacher-student 
conference. 

Futures (Middle School) 

Exploratory Activities 

1. Set up UFO interest center with newspaper accounts, 
magazine articles, and books on UFO's such as UFO, 
Chariot of the Gods, and Crash Go the Chay-iots. Post 
questions such as Are we alone? Does another race have 
a master plan for us? Who profits from UFO sightings? 
Could have posters from Close Encounters. 
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2. Create a science fiction center with several popular classic 
science fiction works such as Childhood's End, Founda- 
tion Series, Martian Chronicles, Dune Trilogy, 20,000 
Leagues, Journey to the Center of the Earth, etc. Post 
announcements of science itction magazines and anthol- 
ogies around the center. Post questions such as What 
makes a story science fiction? What kinds of trends are 
used most often? How accurate are their predictions? 
What if ... ? 

3. Set up an environmental center with texts such as Popvr- 
lation Bomb and Future Shock on tables. Also include 
governmental statements regarding trends in population 
growth, environmental impact, etc. Have magazines such 
as Whole Earth Catalog and The Futurist around. Post 
new articles about the environment, including different 
viewpoints on issues such as creation of nuclear reactors. 

4. Have students view films and television programs with 
futuristic themes and discuss the feasibility of the plots, 
themes, technology, or societies presented in them, 

5. Bring in articles on legislation regarding the environ- 
ment, e.g., preserving the **A" region as a wilderness 
area. Discuss them from different points of view. 

6. Show advertisements which directly or indirectly affect 
the environment. Discuss their implications and potential 
effects. 

7. Conduct 2ome "futuring" activities such as 

• Genius Forecasting — asking experts what they think 
the future will be like 

• Gross Impact Analysis — analysis of effect of change in 
one area on aspect in another (e.g., rise in food pro- 
duction on population) 

• Brainstorming — generation of diverse ideas about the 
future 

• Delphi Technique — panel of experts responding to 
forecasts of future, first as individuals and then as a 
group, looking for commonalities 

• Scenario Writing — writing story about future based 
on present describing what has to occur to bring about 



• Trend Extrapolation — taking current trend and pro- 
jecting it to a future date. 



that specific f utur^e life 
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8. Obtain and display information from such organizations 
as 

• World Future Society 
4916 St. Elmo Avenue 
Washington, D.C. 20014 

• Future Studies Program 

Hill House, University of Massachusetts 
Amherst, Massachusetts 01002 

Training 

General Skills Activities 

1. Making predictions and dravi^ing inferences from data. 
1.1 From given data students predict future outcome. 

1.11 Math — probability — work through experiment 

1.12 Values — look at progression of attitude toward 
women — what will it be like in five years? 
(read articles and history) 

1.13 Science — development of use of computer or 
TV 

1.14 Environment — alternate sources of energy 

1.15 Political — attitude toward taxation 

2. Problem-solving activities. 

Following the pattern described in chapter 2 (pp. 32-33) , 
students could work through a specific problem in small 
or large groups. In doing this, they may (1) select a 
problem they would like to explore (e.g., how to tap 
underseas resources) ; (2) brainstorm several alterna- 
tive solutions to the problem; (3) evaluate the alterna- 
tives (perhaps after some research) ; (4) select the most 
feasible alternative; and, finally, (5) test the alternative 
in a hypothetical or model situation. After students solve 
the problem, have them analyze the process in small 
groups. Then as a class discuss the various procedures. 

3. Creativity/divergent thinking. 

3.1 Looking at one thing and seeing another — viewing 
the film "Why M.an Creates" and conducting exer- 
cises in creative thinking. 

3.2 Media — making a comic (drawing, slides, film- 
strips) — extending current attitude, invention, or 
value. (Also develops narrative skills, discussion 
skills, etc.) 
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4. Decision Making. 

Have students play a game, such as The Planet Manage- 
ment Game, in which they engage in decision making 
and analyzing results of those decisions. 
Skills Activities in Content Areas 

• Reading and Language Ai'ts: Students could read science 
fiction and articles about the future. In addition to gather- 
ing information from printed materials, they should also 
obtain ideas from films, television, and radio. On the basis 
of information from these sources students could describe 
aspects of the society of the future, e.g., eating habits, 

typical days in the life of , etc. Finally, they could 

pool their ideas and write short stories or scripts based on 
their discussions. 

• Social Studies: Students could read articles or watch docu- 
mentaries to obtain information about current trends. In 
addition, they could also interview leaders within the 
community who might be aware of the trends within 
specific areas such as economics, employment, education, 
or politics. Finally, students should pool their information 
and ideas, attempting to predict what may happen in 
specific areas in the future. These predictions should be 

. based on past and present trends in the various areas. 

• Math: Using information obtained from reading, viewing, 
and interviewing, students could develop graphs and charts 
illustrating trends in various areas. They could also con- 
duct probability experiments so they can become adept at 
making predictions based on numerical data. 

• Science: Students could explore several areas such as 
resource depletion, scientific progress, and medical ad- 
vances in particular fields and form hypotheses about 
what will happen in the various areas in the future. They 
could also conduct experiments such as those involved 
in alternative energy sources to study future applications. 

Culminating Training Projects 

Students could work on extensive projects for the class or, 
even better, for different audiences such as other classes, pro- 
fessional organizations, community groups, etc. The following 
are some possibilities : 

• Write stories about life in the future. 
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• Develop a "future** newspaper depicting events and atti- 
tudes that may logically arise in the future. 

• Produce a dramatic presentation (radio, film, or tele- 
vision) depicting an aspect of the future. 

• Write expository articles describing future trends and 
consequences of contemporary activities and attitudes 
(e.g., use of disposable containers) . 

• Design a city of tha future, describing vocations, politics, 
home life, transportation, energy sources, etc. 

• Write articles exploring specific areas of contemporary 
life as they might evolve in the future (e.g., education, 
voting, use of computers in the home, etc.) • 

Possible Investigations 

Purpose : To delve into a problem of personal interest for a 
real audience* Following are several problems that some students 
may wish pursue, together with potential audiences. Have stu- 
dents ^nerate other problems. 



Problem 



How can we make the community 
aware of *'fu*ure"? 

Sories of presentations, articles maga- 
zines, comics, etc. 

What community action can be taken 
about (environmental) problem that 
may be disastrous to community in 
the future? 

Science Fiction: short story, r Jvel, 
comic book 

"Futures" periodical (newspaper or 
magazine) 

In*depth research and report 



Audier^ce 

— Area convention for other students 

— ComEAunity — sell the magazine or 
newspaper 

— Presentations to local groups 

— Community — 3ell to students, submit 
for publication 

— Community — students In other school 
(and own) 

— Submit to journal 



These brief overviews of some theoretical models have been 
included to demonstrate the variety of resources that a developer 
may draw upon for background in curriculum planning. The 
model or general plan for the curriculum, however, should be kept 
in perspective v/ith the characteristics of the specific learners and 
teachers. It is possibL^ to become so involved with a model and 



Contract 

Name: 

General Area: Future Study 

Specific Ares: (e.g., science fiction comic strip) 

Description: An ongoing comic strip with main character who (give charac- 
teristics). S/he lives in 2000, In this comic various current 
values and attitudes wilt be explored as they might be extended 
to the year 2000. 

Intended Audience: Elementary and secondary students — readers of the "Futures 
Newsletter/' 

Dissemination: Publication of newspaper. 

Procedure and Resources: 

Steps: 1* Analyze science fiction for tecliniques of character develo;jment 

and extrapolation of trends. 

2. Study cartooning techniques. 
3 

Read: Lee, Stan, and Buscema, John. How to Draw Comics the Marvel Way* 
New York: Simon and Shuster. 1978. 
Asimov, Isaac. Foundation. New York: Avon Books, 1970. 
Franks^ Betty Barclay, and Howard, Mary Kay. People, Law, and the 
Futures Perspective. Washington, D.C.: National Education Asso- 
ciation, 1979- 

Submlssion Deadlines: Preliminary Proposal to Editor 

First strip (draft 1) 

First strip completed . 



Meetings with Teacher: 



(date) 


(purpose) 


(date) 


(purpose) 


(date) 


(purpose) 



with distinctions among terms that the classroom activity and the 
student are lost sight of. There should not, for example, be so 
much concern with the placement of a worthwhile activity under 
"analysis" or "synthesis" that it is omitted from the curriculum 
because its classification could not be identified. Rather, those 
activities which have proved valuable should be included even if 
they are difficult to categorize. In addition, activities may cross 
categories within a model, and it would be a mistake to alter an 
effective activity to force it into a predetermined mold. Such dis- 
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section of experiences diminishes their value and may hinder 
transference of the skill from the classroom to other aspects of 
the student's life. 

Finally, when developing a curriculum or learning experi- 
ence specifically for gifted students, teachers should strive to 
differentiate work for these students from that which would be 
appropriate for other students. As Sandra Kaplan states : 

Curriculum for the gifted and talented can only be marked 
as such if it encompasses elements which distinguish it from 
being suitable for the education of all children. Curriculum 
for gifted students must be congruent with the character- 
istics that identify them as a distinct population. The answer 
to the question of why a student is gifted or talented is also 
the answer to the question of what type of curricular pro- 
visions should be developed for this child. (2a) 

Again, the ultimate focus of instruction is on the characteristics 
of the learner. (See Supplementary Materials, pp. 91-94, for ex- 
amples of differentiation.) 

A carefully planned program will include general approaches, 
comprising enrichment and acceleration as well as individual and 
group activities. The curriculum, regardless of model, should also 
incorporate work in both the affective and the cognitive domains. 
But in reality such a comprehensive and inclusive approach to 
programming seldom occurs without considerable time and effort. 
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CHAPTER 4. 
TEACHER SELECTION 



Thus far, students, program design, and curricular models 
have been discussed. A key element in the program remains, 
however: the teacher. Regardless of design and model, the ulti- 
mate impact on the student will be made by the teacher stelected 
to modify and implement all other factors. Until recently only a 
few institutions have helped the teacher of the gifted. Although 
the number is increasing rapidly, still too few institutions of 
higher education have programs b(;yond a course or two for edu- 
cating teachers of gifted and talented students. Most of the 
emphasis of these institutions has been on average students and 
on those with severe learning problems. As some of the problems 
of the gifted student become more evident, more courses and 
programs are being developed to meet this need. (See pp. 95-98 
in Supplementary Materials.) 

Since schools cannot rely solely on course or program back- 
ground to highlight potential teachers of gifted and talented, they 
must determine characteristics and attitudes which would help 
indicate these teachers. Several educators have compiled lists to 
do so. Such lists, however, are often based more on intuition than 
on research. Also, as Tannenbaum of Teachers College at Colum- 
bia University suggests, many effective teachers of the gifted do 
not possess characteristics found on these lists. (1) A few teach- 
ers, for example, are able to work effectively with gifted students 
through some unknown tie that underlies the relationship even 
when the external characteristics seem to contradict this ability. 

Project CITE-Gifted in Missouri (1978) conducted an exten- 
sive study to determine characteristics of teachers of gifted and 
talented and developed a competency-based program to help them 
develop appropriate characteristics and acquire necessary skills 
for working with gifted students. In reviewing the literature in 
the area, the CITE researchers arrived at several conclusions 
pertinent to teacher selection for the gifted and talented. In one 
area, they concluded that the classroom teacher does play an 
extremely important role in the education of the gifted. Contrary 
to many popular opinions, many gifted cannot succeed on their 
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own and need specially trained teachers in order to benefit more 
fully from their educational experience. The study also found that 
educators in the field stressed characteristics such as high intel- 
ligence, intellectual honesty, nonauthoritarian attitude, flexibility, 
curiosity, and psychological maturity as important for teachers 
of the gifted and talented to possess. (1) 

After reviewing the research and literature on this topic, 
June Maker cited the following teacher characteristics as gen- 
erally recommended : high intelligence, flexibility and creativity, 
self-confidence, variety of interests, sense of humor, sympathy 
with problems of the gifted, self-understanding, love of learning, 
and facilitator rather than director of learning. Of all these 
traits, she highlights three as most important : high intelligence, 
knowledge of subject matter, and emotional maturity. (4) As 
Maker indicated, these characteristics would be highly desirable 
in any teacher, but they are vital in the teacher of the gifted. 
Since gifted and talented students tend to be persistent in their 
search for knowledge and especially perceptive of erroneous or 
superficial answers, the teacher of these students needs both the 
intellectual background to provide appropriate responses or direc- 
tion and the emotional maturity to be able to cope with the 
superior ability and depth of interest of the students. 

William Bishop explored the characteristics of teachers 
identified as especially successful by their gifted pupils. Many of 
his conclusions reinforce Maker's list : emotional maturity, pref- 
erence for teaching the gifted, and intellectual superiority. He 
adds other characteristics, however: enthusiasm about the sub- 
ject, pursuit of literary and cultural interests, businesslike class- 
room behavior, and preference for special educational provisions 
for gifted students. (2) 

Some researchers have reinforced the necessity of special 
training for teachers who plan to work with the gifted and 
talented. In addition to the learning of methodology appropriate 
for these students, special training is also necessary to change 
teacher attitudes toward the gifted. Cecelia Solano found that 
unless teachers have had some experience with gif red students, or 
courses in teaching the gifted, they would probably hold a stereo- 
typed image of individuals in this group. This image is usually 
negative toward gifted boys and positive toward gifted girls. (7) 
Paul Plowman has suggested the following criteria for select- 
ing teachers of the gifted and talented. (6) Although the list was 
developed many years ago, the needs have changed very little. 



Teachers of mentally gifted minora should be : 

1.1 Creative in 

1.11 thought 1.14 teaching methods 

1.12 production 1.15 materials 

1.13 classroom 1.16 experiences planned 
organization 

1.2 Well organized 

1.21 Deliberately advancing aspects of creativity 
and mental gif tedness 

1.22 Using teaching methods, developing experi- 
ences, and employing methods of evaluation 
that are : 

(1) consistent with general and specific pro- 
gram goals and specific purposes, needs, 
and interests of individual children. 

(2) based upon a philosophy of education, prin- 
ciples of learning, a knowledge of social 
conditions, and awareness of relevant 
facets of personal, intellectual, and social 
development of each student. 

1.3 Enthusiastic — by example, instills a joy of learning, 
discovering, "self-starting," and sense of ''mission" 
for personal growth and for improving society. 

1.4 Endowed with a sense of humor, empathy, and per- 
sonal warmth that encourages gifted pupils to talk 
about, to think about, and reflect upon the things 
that are most important to them. 

1.5 Knowledgeable — Possessing broad knowledge, in- 
cluding superior knowledge in one field, an under- 
standing of related fields, and insight into how 
knowledge from various fields may be applied in 
analyzing and in arriving at solutions to problems. 

1.6 Flexible 

1.61 In recreating and restructuring the physical 
environment 

1.62 In using materials and equipment 

1.63 In structuring and restructuring interest — 
learning — personality — developing groups and 
classroom experiences 

1.64 In planning lessons and in modifying lessons to 
capitalize on a "moment of" or opportunity for 
learning. 
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1.7 Aware of the capabilities and needs of gifted pupils. 

1.8 Resourceful in searching for and obtaining special 
materials, in becoming acquainted with and using 
resource persons, and in locating out-of -school places 
where children and youth may have worthwhile 
educational experiences. 

1.9 Providing special educational opportunities for each 
gifted pupil. 

Taking suggestions from several sources, a list of character- 
istics of effective teachers of gifted and talented students has 
been compiled. The selection of teachers for a program, however, 
should be geared to the specific area or areas of giftedness in- 
volved in the program. 

The effective teacher of gifted and talented students is — 

• highly intelligent 

• flexible and creative 

• self-confident and emotionally mature 

• interested in many areas 

• knowledgeable in subject area (especially at the secondary 
level) 

• businesslike in classroom behavior 

• in favor of special provisions for gifted students 

• alert 

• well trained to work with the gifted and talented 

• extremely professional in attitude and actions 

• intellectually honest 
o nonauthoritarian 

• enthusiastic 

• intellectually independent 

The traits cited are not unique to the teacher of the gifted. 
Indeed, most would be valuable characteristics for any teacher. 
Some traits, however, such as self-confidence and high intelli- 
gence, are particularly important in classes for the gifted because 
of the intellectual challenge presented by these students* 

In addition to checklists, the selection procedure should also 
take into account classroom environment and the relationship be- 
tween teacher and student. 

We learn through experience and experiencing, and no one 
teaches us anything. But environments can. ... If the en- 
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vironment permits it, anyone can learn what he chooses to 
learn ; and if the individual permits it, the environment will 
teach him everything it has to teach. ... It is highly possible 
that what is called talented behavior is simply a greater 
individual capacity for experiencing. 

— Viola Spolin, quoted in 

Reach, Touch, and Teach by Terry Borton (3) 

If talented behavior is related to an individual's capacity to 
take in and process experiencis from the environment, then a 
major part of the teacher's ti sk is to create safe, stimulating, 
open environments which encourage exploration, sanction risk 
taking, and do not penalize failure. The CITE report highlights 
some of the professional skills a teacher of the gifted and talented 
should possess in order to create an appropriate learning environ- 
ment. The CITE researchers found that these teachers should be 
able to create an atmosphere of inquiry and problem solving, to 
integrate ideas, and to unify affective and cognitive domains. (1) 
Teachers of the gifted should also stress thinking and question- 
ing activities, concentrating on exploration of ideas rather than 
coverage of content. Although they should have a working knowl- 
edge of a variety of curricular models (see chapter 3), teachers 
should use such models cautiously. They should be able to inte- 
grate procedures to facilitate work with problems in a productive 
manner rather than create specific activities just to satisfy com- 
ponents of a model or taxonomy. In selecting teachers to work 
with gifted and talented students, administrators should seek 
those who can create an atmosphere that frees the learner to 
cultivate an openness to ej:perience, a willingness to push the 
edges, to risk, to see new insights along old paths. 

To create and maintain such an atmosphere, the teacher must 
be able to establish a productive and secure relationship with the 
class. Henri Nouwen states : 

Our relationship with our students is first of all a relation- 
ship in which we offer ourselves to our searching students, to 
help them develop some clarity in the many impressions of 
their mind and heart and discover patterns of thoughts and 
feelings on which they can build their own iife. ... As teach- 
ers we have to encourage our students to reflection which 
leads to vision — theirs, not ours. (5 :63) 




LOCATING THE TEACHER 

OF THE GIFTED AND TALENTED 

Administrators or selection committees use a variety of ap- 
proaches to locate teachers for programs for the gifted. Perhaps 
the most common approach is self-selection supported by profes- 
sional evidence. Some of this e^ridence may include participation 
in conferences and workshops on educating the gifted, formal 
course work in that are;^, extensive readings about teaching the 
gifted, and classroom performance reflecting the goals of the 
program envisioned for these students. While interviews or 
resumes may demonstrate interests and efforts, it may, however, 
be necessary to look beyond these indications for other views of 
the individual's ability to work with the gifted and talented. 

Other methods for locating appropriate teachers may in- 
volve peer nomination, classroom observation, and administrative 
choice. A behavior checklist designed for the specific program 
may help with each of these procedures (see the list on p. 62 
and also Activities for Teachers — "Teacher Selection"), as it 
would focus attention on abilities of particular relevance to the 
task. Such a checklist, in addition to the evidence just men- 
tioned, would provide a more accurate indication of ability to 
teach the gifted and talented than arbitrary decision or seniority. 
Some general factors, however, such as general reputation or 
results of former students, should not be ignored. Certain teach- 
ers may not seem to perform the specific behaviors listed, but they 
do work well with gifted and talented students because of some 
underlying characteristics that may not be very obvious during a 
classroom observation or that may not appear on a behavioral 
checklist. Although the checklist may help to clarify some of the 
needs of the program and may serve as a valuable guideline for 
teacher selection, it should be used in perspective with other 
factors. 

When a program for gifted and talented is envisioned, the 
search for appropriate teachers should be immediately initiated 
so that the teachers may participate in the development of the 
program. Since this search may not be possible because of lack of 
information about the program, it may be more advantageous to 
involve several teachers in the development stage and to select 
from that group the classroom teacher for the program. This 
procedure has the additional benefit of involving several people 
in the development even though all may not participate actively 
in the program after implementation. 




One school system enrolled all teachers and administrators who 
might work with the future progrram for gifted and talented in a 
series of workshops devoted to designing and developing the pro- 
gram. Not only did this procedure give all individuals with possi- 
bilities of involvement in the final program a voice in its develop- 
ment, it also gave all participants an opportunity to observe them- 
selves and others working with the ideas, approaches, and materials 
supporting the program. Since the workshops were conducted as 
part of a college coursej the participants also received graduate 
credit. 



1. Altman, Reuben; Paherty, Angela; and Patterson, John D, Project 
CITE'Gifted. Washington, D,C.: U.S. Office of Education, 1978. 

2. Bishop, William E. "Successful Teachers of Gifted High School Stu- 
dents." Worthinrrton, o^io: State of Ohio Department of Education, n.d. 

3. Borton, Terry. Reach, Touch, and Teach: Sudent Concerns and Process 
Education. New York: McGraw-Hill Book Co., 1970. 

4. Maker, C. June. "Training Teachers for the Gifted and Talented: A 
Teacher Comparison of Models." Reston, Va.: Council for Exceptional 
Children, Information Services and Publications, 1975. ED 119 453. 

5. Nouwen, Henri J. M. Reaching Out. New York: Doubleday and Co., 1975. 

6. Plowman, Paul D. "Guidelines for Establishing and Evaluating Pro- 
grams for Mentally Gifted Minors." Sacramento: California State De- 
partment of Education, 1962. 

7* Solano, Cecelia H. **Teacher and Pupil: Stereotypes of Gifted Boys and 
Girls." Paper presented at the 84th Annual Conference of the American 
Psychological Association, Washington, D.C., September 1976. ED 137 
667. 



References 




65 



EKLC 



CHAPTER 5. 

PROGRAM EVALUATION 



As with other components of program development and de- 
sign, evp/iuation should be considered in light of the total product. 
The type of evaluation conducted, the evaluator, and the pro- 
cedures used in the evaluation depend on the goals and curriculum 
as well as on the purpose of the evaluation. This chapter discusses 
the purposes of the program evaluation, the issues in evaluation 
of programs for gifted and talented students, and the concept of 
using a variety of approaches to program evaluation. At the end 
of the chapter a specific example of an evaluation is provided. 
For a more complete examination of this topic, see Renzulli's 
Guidebook fzr Evalvxiting Programs for the Gifted and Talented, 
(2) 

PURPOSE OF EVALUATION 

There are several reasons for evaluating programs. First, 
a researcher may wish to determine the effectiveness of a given 
program as it exists without modification. Second, one may wish 
to describe a program to a specific audience, such as a school 
board, to justify requests for additional funds. Third, an evalua- 
tor may be interested both in the effectiveness of the program 
and in the ways in which it may be improved. 

The purpose and type of evaluation will also affect selection 
of the program evaluator. Particular evaluators employ different 
techniques to fit the various purposes. The researcher, for exani- 
ple, would not modify the program while in progress, since it 
would affect many of the measures used on the problem situation 
and introduce unforeseen variables. The describer or f undseeker 
would probably not look for areas of difficulty, since they might 
reflect negatively on the effectiveness of the program and might 
endanger continuation of support. Ongoing improvement as well 
as final assessment are therefore recommended. In this way the 
evaluator makes suggestions for improvement throughov the 
procedure even though these suggestions may alter tlie structure 
of the program. Complete program evaluation should do more 
than just describe what is happening. As Reynolds points out, 
"The purpose of evaluation in education is simply to contribute to 
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improvements in instruction, certainly not to justify projects." 
(3) Consequently the evaluator(s) of a program for gifted and 
talented should possess both knowledge of approaches and issues 
in educating gifted and talented students and knowledge of 
evaluation techniques. 

Joseph RenzuUi highlights the goals of program evaluation 
as follows: determining whether or not the objectives of a pro- 
gram are being fulfilled, discovering unplanned and unexpected 
results of the program, determining the effect of underlying 
policies and related activities on the program, providing continu- 
ous feedback about the program to participants, and suggesting 
both realistic and ideal program modifications. (2) Prior to 
evaluation of the fulfillment of objectives, the program e valuator 
should examine the relationships among the objectives, program 
goals, identification procedures, curriculum, and the unique char- 
acteristics of the gifted population selected for the program. All 
elements should reflect the special attributes of the gifted and 
talented students. 1 

Some educators and researchers delineate program evalua- 
tion into two types : foimative and summative. The main differ- 
ence between the two lies in the purpose and timing of the evalua- 
tion. In general, formative evaluation focuses attention on im- 
provement of curriculum or program while summative evaluation 
focuses on the effectiveness of a curriculum or program. Bloom, 
Hastings, and Madaus describe the two types as follows : 

Summative evaluation [indicates] the type of evaluation 
used at the end of a term, course, or program for purposes of 
grading, cet w^ncation, evaluation of process, or research on 
the effectiveness of a curriculum, course of study or educa- 
tional plan. . . . Formative evaluation is for the use of sys- 
tematic evaluation in the process of curriculum construction, 
teaching, and learning for the purpose of improving any of 
these three processes. ( 1 ) 

These types of evaluation, however, are not mutually exclu- 
sive. Both can perform necessary functions for the program and 
should be incorporated in the evaluation procedure. This would 
necessitate the involvement of the program evahvator throughout 
as the formative aspect occurs periodically while the program is 
in progress and the summative aspect is conducted at the end 
using data gathered periodically throughout the program. While 
the first type of evaluation helps to improve the program imme- 
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diately by locating and aiding with specific problems that arise, 
the second type can give insights into the total program which 
may have been obscured by the daily routine or which may not 
have been evident through the use of the short-range instruments^ 
and procedures. 

VARIETY OF APPROACHES 

To examine the major dimensions of a program, educators 
should UP- variety of evaluation procedures since different com- 
ponent' ihe program call for different techniques. For example, 
while - ;wth in higher-level thinking skills may be evaluated 
through tests such as the Ross Test of Higher Cognitive Proc- 
esses these tests will not provide information about the quality 
of student projects; nor will they reflect classroom activity, nor 
student and parent attitude. Many developers in their desire for 
easily quantifiable information place a high priority on test re- 
sults leading them to an overemphasis on measurement of spe- 
cific skill acquisition. This limited focus, however, will overlook 
important aspects Df the program. ^ 4. , 4. j 

While some c jmponents of a program for gifted and talented 
may be evaluatea through tests and analysis of student products, 
other areas, such as attitudes and opinions, may require the use 
of surveys and questionnaires. Some educators choose to use 
previously constructed instruments and others develop their 
own. All, however, should be careful to examine the selected ques- 
tionnaires for relationships between items and program goals, 
making sure that all the appropriate questions are asked. 

In addition to surveys and questionnaires, program evalua- 
tors often use information from classroom observations to help 
determine effectiveness of the program and achievement of goals. 
Since most educators agree that gifted students can engage in 
activities requiring more application, analysis, synthesis, and 
evaluation earlier and to a greater degree than other students, 
the classroom interaction should reflect activity involving these 
processes. Several observation instruments have been developed 
to help delineate the kind and amount of interaction and activity 
that occur within the classroom. Evaluators. however, should 
select these observation instruments on the basis of the goals of 
the specific nrogram being evaluated; otherwise the results will 
not help describe the relationship between goals and implementa- 
tion which is, after all. a major purpose of program evaluation 
Also the rating on observation instruments should be consistent 
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from one rating session to another. If raters interpret the items 
differently, the e valuator will be unable to assess the classroom 
behavior accurately. Finally, the observations of the classroom 
should be conducted in situations which reflect typical teacher 
and student behavior and which allow for adequate observation 
time. If the situations are atypical or the time too short, the re- 
sults of the observation may provide erroneous information 
which could lead to inaccurate conclusions. Consequently, when 
selecting an observation instrument, evaluators should be con- 
cerned with applicability of the instrument to measure stated 
£roaIs, consistency of observations among different raters, and 
representativeness of the situations in which the observations 
occur. 



SPECIAL PROBLEMS WITH STANDARDIZED TESTS 

Often educators use standardized tests, especially achieve- 
ment tests, as part of the evaluation procedure. Such use of these 
instruments, however, may create a distorted view of the pro- 
gram : first, because- of the tests themselves, and second, because 
of statistical analysis of these tests. Standardized tests are usu- 
ally designed for the general population and consequently are 
inappropriate for extreme groups, such as gifted students. The 
differences between the general population and the gifted are 
reflected in the number of questions designed for each group. 
While the tests contain many questions that distinguish among 
most students, they contain few that distinguish among gifted 
students. This, in turn, makes it difficult for an evaluator to com- 
pare results from one gifted group with another gifted group or, 
perhaps more importantly, to compare results from a pre- with 
those from a post-test situation for the same gifted group. Con- 
sequently, growth of students in a program for gifted and 
talented is difficult to determine using these tests. 

In addition to the relatively low number of questions for this 
group, there is also relatively little room for improvement for 
gifted learners. For example, students who enter the program at 
the 98th or 99th percentile cannot improve very much. Further- 
more, many questions on standardized tests are actually in con- 
flict with some of the characteristics of the gifted. One common 
characteristic, for example, is the ability to see relationships 
among diverse ideas. While the test presumes one correct answer 
for a question, these students can often envision situations in 
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which several of the "wrong" answers could be correct. This 
problem is discussed in greater length in Characteristics and 
Identificatioyi of Gifted and Talented Students. 

Statistically, standardized tests also present difficulties. A 
phenomenon called "regression effect" makes it unlikely that m- 
dividuals who score extremely high on a standardized test will 
show gains on the test. The regression effect, in brief, means that 
there is a statistical tendency for extremes to move toward the 
middle range on repeated measures. Individuals who score very 
high on a standardized test, for example, will tend to score closer 
to the mean when taking the test a second or third time. This 
phenomenon, of course, further complicates evaluation of im- 
provement or gain using standardized tests as the major source 
of information about the program. 

SUMMARY 

When evaluating programs for the gifted and talented, 
evaluators should take into account several factors. 

1. The evaluation should focus directly on the major goals 
of the specific program even though measurements of 
these goals may be more difficult and complex than that 
of specific objectives. 

2. Since in most programs for the gifted the learning re- 
volves around classroom activity and interaction, the 
evaluation procedure should include an observation and 
description of teacher and student behavior and the rela- 
tionship between this behavior and the stated goals. This 
observation should focus directly on the goals and objec- 
tives of the specific program. 

3 Evaluators should be cautious about relying too heavily 
on standardized tests because these tests are usually de- 
signed for a different population. Although an increasing 
number of tests are being developed for gifted and 
talented, evaluators should examine them critically to 
determine the relationships between program goals, stu- 
dent characteristics, and test items as well as between the 
program and the normin^ pnpulations. With these con- 
siderations, it is suggested that evaluators employ sev- 
eral procedures to give a clear picture of the program. 

4 The evaluation should serve two functions: 

a) To continually modify the program to accomplish tiu 
goals more effectively 
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b) To assess the overall relationship between program 
goals, student characteristics, identification proce- 
dures, and curriculum, ultimately evaluating the suc- 
cess of the program in attaining its goals. 



Example 

The progriim describtid in the following example is one de- 
signed for intellectually and academically gifted and talented 
fourth and fifth grade students. While the students are homo- 
geneously grouped for their academic studies in self-contained 
classes, they are heterogeneously grouped for all ether areas, 
such as homeroom and special subjects. The identification pro- 
cedure involved used information from several sources, including 
teacher recommendations based on behavioral checklists, IQ and 
achievement tests, and peer and self-nomination. The general 
curriculum followed Tuttle's adaption of RenzuUi's EnHchment 
Triad Model (see chapter 3) . 

The program evaluator became involved with the program 
after the selection of students. In general, the purpose of the 
evaluation was to provide formative information during the 
year to modify strategies and curriculum when appropriate as 
well as to conduct a summative evaluation at the end of the 
academic year. Often, data gathered for the formative evaluation 
also helped draw conclusions for the summative report. 

Early in the year the program evaluator and the curriculum 
coordinator explored a variety of questions that could be consid- 
ered in the evaluation. After discussion with others, these ques- 
tions were condensed as follows : 

Attitudes 

• Do parents of students in the program have a favor- 
able attitude toward the program? 

• Do teachers in general have a favorable attitude 
toward the program ? 

• Do students in and outside the program have a favor- 
able attitude toward the program? 

CurTn,culu7n 

• Do the products of the students show superior abil- 
ities? 

• Did the students acquire the basic skills and concepts 
taught in the regular program ? 
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• Did the classroom activities reflect the program goals ? 

• Did the students in the program improve in ability to 
perform at the application and synthesis levels of 
Bloom's Taxonomy ? 

• • In what ways was this program different from the 
regular program ? 

Consistency 

• Were the various components of the program (goals, 
student characteristics, selection procedure, curricu- 
lum, and evaluation) consistent with each other? 

To answer these questions the evaluator used several sources, 
including questionnaires, interviews, student products, classroom 
observations, and pre-post tests. In addition, he also analyzed the 



Evaluation Procedure 





Attitudes 
Toward 
Prosram 


Curriculum 


Consistency 
cf 

Components 


Instruments 


Questionnaires: 

• Parents of students 
in program 

• Parents of students 
not in program 

• Teachers in program 

• Teachers not in 
program 

• Students in program 

• Students not in 
program 

Interviews: 

• Students in program 

• Teachers in program 


• Ross Test of Higher 
Cognitive Processes 

• Composition Test 

• Student Products 

• Checklist of basic 

• Florida Taxonomy of 
Cognitive Behavior 
(classroom observa- 
tion) 

• Martinson-Weiner 
Rating Scale of Sig- 
nificant Behaviors in 
Teaching the Gifted 
(classroom observa- 
tion) 


• Chart of goals, char- 
acteristics, selection 
procedure, curricu- 
lum, and evaluation 


Procedure 


o Evaluation Commit- 
tees (students) con- 
struct questionnaires 

• Evaluator interview 
teachers and 
students 

• Evaluator analyse 
responses in ques- 
tionnaires (see previ- 
ous discussion) and 
statements in 
interviews 


• Pre-post administra- 
tion of Ross and 
Composition Tests 

• Evaluator analysis of 
student products 

• Outside observation 
of classes 

• Comparison of gain 
scores on Ross and 
composition tests 
between control and 
program groups 


• Evaluator analyze 
chart for consistency 
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components of the program to determine consistency. As part oi 
the formative evaluation, the teachers met periodically with the 
administrative staff and evaluator to discuss curriculum and 
student activities. To use the evaluation process as a learning 
experience for students, the evaluator had student committees 
develop questionnaires for parents, teachers, and other students. 
The summative evaluation included data from the pre-post tests, 
classroom observations, questionnaires, and interviews. In addi- 
tion, the evaluator compared pre-post efforts between gifted and 
regular groups and between gifted in this program and gifted in 
other programs. 

The evaluator's final report to the school included an over- 
view of goals and curricular approach, description of evaluation 
procedure, results by category and question, conclusions and 
recommendations, and samples of the instruments used. This 
report was written for school administrators and therefore 
included information of particular interest to them. (4) 
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CHAPTER 6. 

SUMMARY: QUESTIONS AND 
STEPS IN INITIATING 
A PROGRAM 



QUESTIONS IN INITIATING A PROGRAM 

When program developers begin to initiate a new program, 
they should be prepared to address several questions and issues. 
In discussing some of the more critical questions which follow 
sample responses are provided where appropriate. Each situation 
is unique, however, and program developers should form their 
own responses to the questions to fit their particular grades, com- 
munity, and school system. Some of the issues embedded m these 
questions have been discussed earlier ; they are highlighted again 
because of their importance. 

General Questions 

The following are general questions that may be raised by 
parents, other members of the community, teachers, or adminis- 
trators about the overall reason for a special program and its 
effect on the community, school, and students. 
1. Why is a special program for gifted and talented necessary ? 

Many students in our country are not receiving instruction 
commensurate with their abilities, interests, and characteristics. 
While some attention has been focused on handicapped and learn- 
ing disabled individuals and much has been done for the average 
learner through teacher training and textbook publishing, the 
gifted and talented students have received very little program 
recognition and support. Usually these students spend most of 
their time in school in frustration — receiving information, in- 
struction, and materials far below their potential and inappro- 
priate for their characteristics. In most classroom situations they 
are presented with concepts and skills they have already mastered ; 
consequently, much of their academic experience is repetitious 
unnecessary, and unsatisfying. They need special attention and 
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provision just as any other learners whose characteristics and 
abilities differ from those for whom most instruction is designed. 

2. Won't these students become an elitist group if they are 
singled out ? 

This is a complex question which raises the issues of elitism, 
emotional problems, and social implications discussed previously* 
However, it is one which is usually asked in one form or another 
in every program for gifted and talented. The direct answer 
is, **In general, no, they won't." Research has been conducted in 
this area and the findings indicate that in most situations gifted 
and talented individuals in special programs do not consider 
themselves an elite group, nor do they have severe emotional 
problems. Gifted individuals in special programs realize they have 
exceptional abilities but are usually able to put them into realistic 
perspective. 

Special programs for gifted and talented do not create emo- 
tional problems. Indeed, these problems may actually be avoided 
or alleviated by instituting a special program for the gifted since 
more emotional difficulties tend to arise from frustrating situa- 
tions. Ruth Martinson reports research indicating that gifted and 
talented in special programs relate better to other individuals 
than gifted and talented not in these situations. (1) 

3. How does the establishment of a program for gifted and 
talented relate to the school's philosophy? 

Most school systems have the ultimate goal of educating each 
student to fulfill the individual's potential. In addition, many also 
believe that instruction should be based as much on an individ- 
ual's own needs and abilities as on the course content. The estab- 
lishment of a program for the gifted and talented actually helps 
fulfill this obligation because it provides a specific group of learn- 
ers who have special characteristics, needs, and abilities the 
opportunity to fulfill t^ieir potential in a learning situation de- 
signed to meet their needs. 

4. What are the goals of the program for gifted and talented? 

The answer to this question will vary with each situation, 
depending on area of giftedness, curriculum, community, and 
philosophy. In general, most programs for gifted and talented 
have cited as goals the development of some of the following 
abilities : 

• Leadership qualities such as self-awareness, social aware- 
ness, responsibility, and independence 



[C 



75 



• 5 



• Advanced communication skills in a variety of areas 

• Higher level thinking skills (e.g., analysis, synthesis, and 

evaluation) 

• Creative and productive thinking skills 

t Problem-finding and problem-solving skills 

• Independent research skills. 

Although most of these goals also apply to other programs, 
they are often primary with the gifted and talented while acquisi- 
tion of skills and content usually takes precedence m regular 
classes. (See question 12.) 

5. What is the school doing now to provide for the gifted? 

This question also has several issues embedded in it, such as 
current program and individualizing instruction within the 
classroom. At the middle and high school levels some schools have 
instituted honors and advanced placement programs. Many con- 
sider these classes as programs for the gifted and talented. In 
most situations, however, such classes do not provide for gifted 
individuals because they are not often based on their character- 
istics, needs, and abilities. Rather, they may have the students 
work'in the same manner as in other classes, stressing knowledge 
and recall of information, albeit with more advanced materials 
at a faster rate. Although they are good programs for the bright 
student they are usually inappropriate for the gifted and talented 
individual. In any case, the program developer should be aware 
of these classes, the materials used, and the type of instruction 
before claiming the need to establish a liew program. 

At the elementary school level, many view "individual in- 
struction'* as the way in which the needs of the gifted and 
talented have been met in the school. Ideally this technique should 
provide the appropriate instruction for all students, including the 
gifted. However, it seldom does. As Ruth Martinson observes : 
Even though individualized instruction accommodates the 
gifted and talented to a greater degree than the traditional 
classroom operation, it cannot replace separate programs 
which expose the students to learnings tha': exist beyond 
the confines of even the best individually instructed class- 
room. (1) 

Furthermore, few classroom teachers have been trained to 
identify and work with the gifted. Often they provide for these 
students by allowing them to do more of the same or by having 
them work with less able classmates. While the latter method may 
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xaciiiiate some ox me inuiviQuaiizui^ioii wimixi cne ciaasroom, ii. 
does not help the gifted and talented Ind'viduals work to their 
abilities and develop their skills. 

Finally, many school administrators state they do not have 
pro-ams for the gifted and talented. They frequently overlook 
varsity sports, however. These sports programs fulfill many >f 
the criteria for gifted programs, having established a careful 
screening procedure, a special, hi'^rh-level curriculum, and high 
expectatioixs of the entrants. Some developers have used the ex- 
ample of varsity sports to illustrate the existence of special pro- 
grams for gifted and talented in school systems in which adminis- 
trators stated they were philosophically opposed to programs 
for the gifted. 

6. How will the program affect the rest of the school? 

All administrators and teachers raise this question either 
publicly or privately. In general, a program for gifted and 
talented has a positive effect on the total school system. By pro- 
viding for these students, the school alleviates their frustration 
and discontent and, since these are often the real student leaders, 
creates a positive atmosphere throughout the student body. The 
curricular changes in classes for gifted and talented often affect 
the curriculum in other classes as new resources are brought into 
the school, products and projects are shared, and different tech- 
niques are tried. 

These benefits, however, will occur only if opportunities for 
interaction and involvement among faculty exist. Otherwise, 
there may be some resentment of the special program and a nega- 
tive atmosphere may result. This interaction should be encour- 
aged by early involvement and awareness of all teachers and staff 
and by continual sharing of ideas and resources throughout the 
school. The key is articulation among teachers and staff. 

Other effects on the school will depend on the specific pro- 
gram design. If the design calls for a school within a school as in 
Brockton, Massachusetts, the overall organization of that school 
will be affected. On the other hand, a mentor program conducted 
outside the school may have little effect on other classes. If stu- 
dents are removed from classes on a permanent basis, the daily 
classroom routine will not be altered so much as it would be in 
a program where students are removed from some classes for 
part of the time. These effects have to be considered because ulti- 
- mately the attitudes of individual teachers who may have to cope 
with them will greatly influence the overall program success. 
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7. Hoiv are some other school systems providing for their gifted 
and talented students? 

This may be one of the most important questions since ulti- 
mately the school system is responsible to the community which it 
serves and must respond to its reactions. Therefore, it is vital for 
program developers to consider the community and the means to 
ensure a generally positive reaction to the program. One way to 
help this effort is to involve members of the community through- 
out the process. Member.*^ may represent parent groups as well as 
local organizations which might become involved later in the pro- 
gram (e.g., community theater, local business). Teachers in the 
program should be encouraged to continue this involvement and 
community awareness after the program has been established. 

Another group of parents is equally vital to the establish- 
ment and success of the program : those whose children are not 
involved in the program for the gifted and talented. Members of 
this group can become very vocal in their opposition to the pro- 
gram if they believe it is affecting their children adversely. Since 
they, by definition, constitute the majority, their concern must be 
addressed before the opposition becomes too .strong. Several of 
their potential concerns have been considered previously, but one 
major question remains: How does the .school cope with parents 
who feel their children should be in the program but are not? 
First, the criteria for .selection must be carefully defined. This 
does not mean only ests should be used, but rather that program 
developers should know the relationship between the criteria, the 
characteristics, and the curriculum. As Ruth Martinson observes: 

A program tailored to the gifted and talented but applied 
to the average causes fru.stration and failure for the aver- 
age ; conversely, a program designed for the average and 
made available for the gifted and talented re.stricts self- 
fulfillment for the gifted and talented and can also. cause 
frustration and failure for the gifted. (1) 

Second, the school must decide how pressure for admission 
will be handled. Will some students who have influential parents 
bo admitted while others are kept out? Or will any children be 
allowed into the program on a trial basis? If the latter, the cri- 
teria for continuing in or dropping out of the program should be 
made clear. These factors do not have to be clarified immealately, 
but they should be addressed for later development. 
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8. How do others feel about establishing a pi'ogram for the gifted 
and talented in their school system ? 

Before making a proposal for the development of a program 
for gifted and talented, various attitudes toward such a program 
should be explored. By discussing the need for the program with 
individuals from groups such as the school board, teachers' asso- 
ciation, parents' organization, student government, and influen- 
tial administrators on an informal basis, program developers can 
often foresee potential conflicts and enlist valuable support. This 
information helps the administration decide whether or not to 
begin work on developing the program. 

Implementation 

The following questions address specific aspects of imple- 
menting the program in the school; they often arise during an 
initial discussion with a chief administrator or a school board, 

9. How many students will be involved? 

The response to this question, of course, depends on several 
factors, such as type of program, characteristics of population 
within the community, size of student body, and number of grade 
levels involved. Tae most legitimate approach would be to work 
from the criteria for selection within a specific area and accept all 
students who meet these criteria. Then, the program would have 
to be developed around that number. If it is to be at a single grade 
level for a full-time teacher, the program might involve combin- 
ing grade levels or hiring a part-time teacher. 

The foregoing appioach is the most valid way of determining 
numbers, but many times people want an estimate of potential 
fi.Tiires before the criteria have been established. Depending on 
the type of program and the characteristics of the community, a 
gifted and talented program may involve up to 10 percent of the 
potential population. For example, if a school plans to institute a 
program encompassing grades three and four in a nongraded 
situation and has 150 students at each grade for a total of 300 
potential candidates, approximately 15 students will be involved 
if they assume 5 percent of this population is gifted and talented. 

Some schools work from the other direction. They assume a 
program needs a minimal number of students for implementation 
and then base final numbers on that figure. For example, if the 
program involves a full-time teacher and the system needs 20 
students to warrant the teacher, then at least 20 gifted students 
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will have to be identified. While this method may be practical 
logistically. it may be unrealistic in terms of the individuals who 
actually meet the criteria for the program. 

10. How iviU the program be staffed? 

Again, the response to this question depends on the type of 
program envisioned. Program developers should, however, be 
aware of some of the staffing options vvhich will help r.ieet the 
goals of the program. These may range from full-time laculty m 
a separate school to resource people from the community in a 
mentor program. In each case selection and training should be 
considered. The selection should be in accordance with local 
teacher association and administrative policy; it suould, in addi- 
tion, focus on interest in working with gifted and talented, ex- 
pertise in the field, training in education of the gifted and 
talented, as well as other teacher characteristics mentioned m 

In-service training is also a necessary component. Conse- 
quently, program developers should be aware of the areas of 
training needed and the means of accomplishing it. Some training 
may be conducted in general through a local college or university 
which offers courses in educating the gifted and talented or 
through leadership workshops conducted by various organiza- 
tions. Sometimes sr,3cific training is provided by a consultant in 
gifted and talented who will gear the training to a specific pro- 
gram and may, on a long-term arrangement, work with teachers 
in their classes as well as with administrative designs, curriculum, 
and evaluation. Where neither courses nor consultation is avail- 
able, self-help tests might provide some basic training for teach- 
ers. (See Selec+ed References — Star Power, and Treffinger and 
Curl.) In-service work might well encompass the entire faculty 
since an effective program will require cooperation and support 
throughout the school. 

11. How ivill students be selected for the program? 

Although some educators have designed general identifica- 
tion procedures for gifted and talented, each program should 
have an identification procedure which reflects the character- 
istics of the potential population, the goals of the program, and 
the curriculum within that program. After these elements are 
considered, the program developers may find other identification 
procedures to be appropriate, but they should not be adopted 
unless they fit the particular situation. 
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With that caution» pro-am developers can respond to this 
question once the general type of program has been determined. 
Characteristics and Identification of Gifted and Talented Stu- 
dents lists general approaches for selecting students for programs 
within each category : intellectual, academic, visual and perform- 
ing arts, creative and productive thinking. Program developers 
should know the kinds of instruments and procedures they plan 
to use because these factors will affect the cost and the amount 
of staff involvement, as well as the time for the selection process. 

12. What should be taught? 

Ultimately someone must ask about the content of a special 
program for gifted and talented and how it will ditfer from other 
classes. Many educators suggest that any program for the gifted 
must be qualitatively different fror^. the regular program in 
school. Although there are several different definitions of "quali- 
tative difference," in general this difference will be reflected 
in content, instruction, and student product. The difference in 
most situations is one of level and quality rather than quantity. 
Instead of having str dents in the program do more with the same 
materials, these students should be using materials and methods 
which are appropriate to their level. Instruction in academic pro- 
grams, for example, should stress higher levels of cognition (see 
chapter 3), such as analysis and synthesis, more than lower 
levels, such as recall of information. 

The difference is not that the pupils in the special program 
work at higher levels only and those in regular classes are con- 
fined to work at lower levels. All students should receive instruc- 
tion at all levels, but in progri\ms for the gifted a greater per- 
centage of instruction should be at higher levels. 

Finally, the difference between programs should be reflected 
in the quality of work the learners produce. While students in 
programs for gifted and talented should receive instruction in 
and have experiences with a wide variety of appropriate skills, 
such as problem finding and problem solving, ultimately they 
should produce works that reflect their superior abilities in a par- 
ticular area. 

In addition to qualitative difference between programs, par- 
ents, teachers, and administrators are also concerned with 
acquisition of "basic" skills in these special programs. Prograro. 
developers should ensure that students will possess all the skills 
basic to the vario,As areas of the curriculum as they proceed 
through the progranv. 
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One individual responded to this question in the following manner: 
In the special classes for the gifted and talented our program wiV. 
have a high percentage of instruction at higher levels of cognition 
emphasis on creative and productive thinking skills, and work with 
problem-solving and problem-finding skills. Although these areas 
are often stressed in regular classes, in the special classes teachers 
will spend a greater amount of time and effort on these areas. In 
addition, the acquisition of "basic" skills will be ensured but not 
stressed so heavily as in other classes. Finally, a great deal of em- 
phasis will be placed on high quality of student product and depth 
of research involved in the production. We would not hold thes£ 
expectations of students in the regular cirriculum. 



13. Whut support services will he needed to implement the pro- 
gra. , . ? 

Most programs will require periodic input from a variety of 
services throughout the school system. When a program is under 
consideration, these services have to be taken into account as 
they will affect other areas such as cost, other programs, and 
community. In programs for the gifted and talented, for ex- 
ample, school psychologists might help with the identification and 
counseling, bus drivers might be needed for additional transpor- 
tation, or parents might be asked to serve as mentors. 

In addition to these areas which are usually viewed as sup- 
port services, program developers should also examine the need 
for input from teachers outside the special program. Some of 
these might be content area teachers who serve as mentors or 
who help identify students for the program. Others might involve 
art and music teachers helping students with special projects. 
While this involvement may be extremely valuable, it should be 
foreseen early since it will require extra time and effcrt from 
these individuals. 

14. How much loill the program cost? 

The answers to the previous questions will affect the cost of 
implementing the program, and ultimately the establishment of 
the program may depend on the estimated cost. If the program 
developers have an estimate of the cost or at least the variables 
that will have to be considered, realistic decisions can be made 
early to provide for the most productive work, la general, the 
following factors are often considered : teacher salary, transpor- 
tation, in-service release time, consultation, identification mate- 
rials, instructional materials, and room rental. Depending on the 




desigrn, many of these expenses may be absorbed within the regu- 
lar budget by reorganizing resources already in the system. For 
example^ if the design is for a self-contained, homogeneous class 
of twenty-five students, the cost of the teacher would not be addi- 
tional as the school would need a teacher for those students with 
or without the special program. If parent volunteers will provide 
transportation, this charge may be reduced. C'^^t should not be 
viewed unrealistically, however, because the saving of sojne 
money may jeopardize the effectiveness of the program. For 
example, some schools have attempted to save money by not 
providing in-service training and awareness for the faculty. 
While money was saved initially, the programs were endangered 
because of lack of awareness throughout the school system with 
consequent arousal of suspicions* 

15. What about continuity through the system? 

Even though most new programs are initiated at a single 
grade level, program developeis should also plan for future 
expansion. Programs for gifted and talented which are discon- 
tinuous, abandoning students before the end of their schooling, 
are incomplete. One student in a program that terminated at ninth 
grade commented, ''Now I don't have to do much work until 
twelfth grade. I've already done what they do in tenth and 
eleventh grades.'' Establishing a program for the gifted should 
indicate the recognition of the need to provide special experiences 
for these students at all grade levels, developing their skills and 
abilities in a coordinated, sequential manner. 



A parent at a parent-support grroup meeting was concerned with 
future development. His oldest child is eight and in third grade. He 
suggested rather than third grade parents working for third grade 
programs to be initiated a year too late, perhaps they should be 
looking at high school programs to pave the way for the future. 



16. Hotv will the effectiveness of the program he evaluated? 

Responding initially to the method of evaluation, program 
developers might explain w^hen the evaluation could take place, 
which elements would be considered, and who should conduct the 
evaluation. As indicated in chapter 5, program evaluation should 
be an or^going process as well as a final assessment. This con- 
tinuing aspect should be initiated early in order that the entire 
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program development may be examined. When designing a 
method to evaluate a program, all components, including goals, 
selection process, curriculum, and evaluation, should be taken into 
account. Finally, the evaluator, whether a consultant or a com- 
mittee, should be designated early to provide for total involve- 
ment in the program development process from the beginning- 

17. Who will have responr Mlity for the program ? 

The question of responsibility is sometimes unresolved until 
it is assumed by neglect. No one else takes it; consequently, the 
teacher is left with the total responsibility of the program which 
places the teacher in the awkward position of implementer, eval- 
uator, and public relations representative. Without a formal 
assignment of responsibility for various functions, misinforma- 
tion may be conveyed and a frustrating situation may arise. 
Often the duties are divided among various individuals with the 
teacher responsible for classroom activities and student evalua- 
tion, the building principal taking care of public relations, the 
curriculum coordinator in charge of general curriculum develop- 
ment and continuity, and an outside consultant assuming the 
responsibility for in-service training and program evaluation. 



STEPS IN INITIATING A PROGRAM 

The following fifteen steps for developing a program for the 
gifted parallel the preceding questions. Both encompass sug- 
gestions by several educators in this field, especially William Vas- 
sar. Consultant for Gifted and Talented in Connecticut. Although 
the word "steps*' implies a sequential progression, developers 
should not proceed in a linear fashion. Rather, they should con- 
sider several "steps" simultaneously, moving back and forth 
among them as ideas are clarified, and often jumping ahead to 
gain insights necessary for "earlier" steps. 

1. Establishing the need. Why does this particular school or 
community need a special program for gifted and talented? Can't 
these students do well enough on their own? Hasn't the school 
already provided for them with honors and advanced placement 
programs? 

2. Stating goals and objectives. What do we hope the students 
will gain from participating in this program? How will they 
demonstrate their growth ? 



3. Delineating the poptdation. What area(s) of gifted and 
talented will be considered for the program? What are the char- 
acteristics of individuals t.o be included? How many students and 
what srade levels might the program involve? 

4. Establishing selective criteria. What instruments and proce- 
dures are available to help locate individuals with these special 
characteristics? What will be the criteria for admission? Will 
the approach be inclusive or exclusive ? How much will the selec- 
tion procedure cost? How long will it take? What staff will be 
involved? Will staff require in-service training? 

5. Describing staffing needs. How many teachers will be needed 
for instruction? What qualifications will be required? Will teach- 
ers need auxiliary support from aides, counselors, and/or par- 
ents? 

6. Describing physical facilities. How many rooms will be in- 
volved? When will these rooms be used? Does the program call for 
special instructional or laboratory materials? Will extra trans- 
portation be required? 

7. Describing in-service training. What special training should 
be received by staff directly involved in the program? Will in- 
service workshops be necessary for teachers and administrators 
outside the program? Who should provide this training? Will 
there be programs for parents and community? When should in- 
service training sessions occur? 

8- Detailing administrative design. What will the overall struc- 
ture of the program involve ? How does this design facilitate the 
achievement of the goals? How much will it cost beyond the 
regular program ? 

9. Developing curriculum. What are the specific objectives of 
instruction? What model (s) will provide a theoretical basis for 
instruction ? How will the curriculum for the gifted and talented 
differ from that in the regular program? How will the "basic 
curriculum" be acquired by students in the special program? 
Who will develop the curriculum ? Will they need extra help ? 

10. Listing community resources. How does the program involve 
the community? What resources, including people, places, and 
activities, are available to benefit the program? What resources 
are available inside the school, including staff, places, and extra- 
curricular activities ? 
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11. Ejrploruig sources of funding. What financial support is avail- 
able within the established budget? Can some money be saved by 
reallocating resources? What external financial or resource sup- 
port is available, including grants and donations of material 
and or space? Can the students raise money for special projects? 

12. Describing the program evaluation procedure. How will 
evaluation be conducted? Will it be both formative and summa- 
tive? What kind of information will be of interest to whom? Who 
will receive the evaluation? Who will conduct the evaluation? 
When will the program evaluator become involved in the pro- 
gram? 

13. Delineating roles. Who will be responsible for various aspects 
of the program? Who will have overall control and responsibility? 

14. Describing necessary consultation. What outside expertise 
will be helpful? Who will need this help? When should it be 
made available? How much will it cost? 

15. Delineating the artictdation procedure. How and when will 
information about the program be shared among the teachers? 
How much opportunity will teachers in the program have to in- 
teract ^vith teachers outside the program? How and when will 
administrators share information and ideas about the program 
with faculty? How and when will the school share information 
about the program with the community? Who will assume respon- 
sibility to ensure articulation? 

Recommended Phases of Program Development 

Perrone, Morris-Jones, and Post of the University of Wis- 
consin at Madison have listed tasks that should occur within a 
given t:me line to institute a program for gifted and talented. 

Phase I 

• Identify a coordinator. 

• Appoint a Parent Advisory Committee and a Professional 
Steering Committee. 

• Develop philosophy, goals, and objectives. 

• Design program with differentiated content, techniques, 
material, and learning environments consistent with phi- 
losophy, goals, and objectives. 

• Begin workshops and in-service meetings with adminis- 
trators, teachers, and other school personnel. 
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• Identify teachers of gifted and talented. 

• Design assessment schedule and identify procedures to be 
used. 

• Begin regular staff meetings. 

• Orient parents and students to program goals and student 
needs. 

• Collect and develop relevant curriculum materials. 

• Plan pre- and post-evaluative materials for program. 

Phase JI 

• Organize Community Resource Catalogue (persons, or- 
ganizations, places, and experiences) . 

• Designate resource centers and a resource person at each 
school. 

• Develop case conference materials and procedures so stu- 
dents can : 1) be identified and 2) be programmed accord- 
ing to their educational needs. 

• Continue regular public dissemination of information. 

• Meet with teachers at each school to discuss who and why 
identification of each child. 

• Meet regularly with parents of the gifted and talented stu- 
dents. 

• Continue screening new arrivals in the district. 

• Curriculum personnel and teachers of gifted and talented 
classes prepare a written curriculum. (2) 
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SUPPIvEMENTARY MATERIALS 



GLOSSARY OF ADMINISTRATIVE DESIGNS 

ACCELERATION. Selected students are allowed to advance more quickly than 
chronologrical peers. This may be accomplished in several ways: early 
admission, grade skipping:, compressing curricula. This approach has 
been especially successful in areas such as mathematics T\-here the learn- 
ing is sequential and hierarchical in nature. 

ADVANCED PLACEMENT. Students in high school take courses which allow them 
to bypass some courses in college. In some situations students may take 
college courses in high school and receive college credit for them. 

CLUSTER-GROUPING. Teachers from different disciplines have classes with the 
same groups of selected students. Often they have responsibility for 
designing schedules as well as curriculum. This design is usually found 
at the middle or junior high school level. 

EXTRACURRICULAR CLUBS. Students witb particular interests form a club with 
a faculty sponsor and explore arv^as within that field after school. 

INDEPENDENT STUDY. Selected stuuv:?!:j.t5 Cire allowed to pursue an area of 
interest apart from the rest of their class. Often this results in an ex- 
tensive project based on a contractual agreement between teacher and 
student. t 

INDIVIDUALIZED INSTRUCTION- Each student has an individually designed 
course of study to meet particular needs, abilities, and characteristics. 
Special materials such as kits and self-correcting programs are often 
used to facilitate the instruction. 

ITINERANT TEACHER. A trained teacher conducts classes for gifted and 
talented students at different schools. Usually there are pull-out, sup- 
plemental classes in which the students are periodically excused from 
regular classes to work with this teacV 

MAGNET SCHOOLS. Some larger systems hr -ovided for gifted and talented 
by transporting them to a separate : ^: where the entire curriculum 
is designed for their characteristics and areas of superior ability. 

MENTORS. Students are paired with members of the community who have 
expertise in the area of interest of the selected students. Usually they 
meet with each other after school or on weekends, with the work being 
sui>plementary to the regular curriculum, 

RESOURCE CENTER. An area is set aside with a teacher tri^ir-sd to work with 
gifted and talented students. The students may tneel with the teacher 
infoimr.lly during the day or at specific times durin?;, the week to supple- 
ment their other classes. Sometimes selected students from other schools 
in the district are transported to this center for special, supplemental 
classes. 




88 



ss 



SATURDAY AND SUMMER EXPERIENCES. Some gifted and talented students ex- 
pand their abilities by enrolling in special summer or Saturday pro- 
grams. These may be run by the school system, by an outside organiza- 
tion, such as a college, individual or private concern, or by a nonprofit 
organization, 

SCHOOLS WITHIN SCHOOLS. When the population does not warrj^nt an entire 
building and faculty to accommodate the gifted and talented, school 
systems sometimes set aside part of a school for these students* Although 
the gifted may have their academic experience as a homogeneous group, 
they may have other classes with the rest of the school. 

SELF-CONTAINED, HOMOGENEOUS CLASS. Students are placed with other stu- 
dents showing similar characteristics for their academic experiences. 
The class may be at one grade level or may combine grades. One teacher 
is responsible for the class* This arrangement works especially well at 
the elementary leveL 

TEAM -TEACHING* An adaptation of cluster-gnrouping, this design enables two 
teachers to cooperate in scheduling and planning by giving them the 
same selected students for part of the day, Th ;y often try to integrate 
their subjects into an interdisciplinary program, such as humanistic. 
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activities at the local, 


sucli as prol]lem solving, 




progfam. 




county, & state levels. 


independent stydy, etc. 









* From "Identification of Talented Students" l)y Philip A. Perrone et al, Guidance Instlt^ite for Talented Students, University of WIsconsln-hladison, n.d. 




DIFFERENTIATING CURRICULUM FOR THE GIFTED AND TALENTED* 

Curriculum for the gifted and talented can only be marked as such if it encom- 
passes elements which distinguish it from being suitable for the education of all 
children. Curriculum r^ir gifted students must be congruent with the character- 
istics that identify them as a distinct population. The answer to the question of 
why a student is gifted or talented is also the answer to the question of what type 
of curricular provisions should be developed for this child. 

Differentiation of curricular activities for the gifted and talented relies on the 
elaboration of certain variables: procedures for presenting learning opportunities, 
nature of the inputs and expectancies for learning outcomes. 



DIFFERENTIATING LEARNING WITHIN THE REGULAR CURRICULUM 



CO 



Exposure — Stud* .s are exposed to experiences, materials, and infor- 
mation which are outside the bounds of the regular cur- 
riculum, do not match age/grade expectancies, and intro- 
duce something new or unusual. 



Extension — Students ore afforded opportunities to elaborate on the 
regular curriculum through additional allocation of work- 
ing time, materials, and experiences, and/or further self* 
initiated or related study. 



I Development — Students are provided with instruction which focuses on 
g ^ j thorough or new explanation of a concept or a skill which 

ol ij I is part of a general learning activity within the regular 

curriculum. 



DIFFERENTIATING LEARNING AS A SEPARATE CURRICULUM 



Accelerated or advanced content 

Higher degree of complexity of content 

Introduction of content beyond the prescribed curriculum 

Student-selected content according to interest 

Working with the abstract concepts in a content area 

Level of resources used 

Type of resources available 



CO _^ 
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Appropriating a longer time for learning 

Creating or generating something new (information, ideas, product) 
Depth of learning 

Transfer and application of learning to other and/or new areas of greater 
challenge 

Evidence of personal growth or sophistication in attitudes, appreciations^ 
feelings 

Formuiaiing new generalizations 

Development of higher level cognitive processes 

Stylizing and implementing own study design 



♦ From Providing Programs tor the Gifted and Taler^ted: A Handbook by Sandra N. Knplan, pp. 123- 
26 (Ventura. Calif.: N/S~LTI-G/T* 1974). 



EKLC 



Means of 
Differentiating 


Explanation 


Illustration 


1, Accelerated or 
advanced content 


Working with knowledge and 
skills which correlate with the 
student's mental rather than 
cnronoiogtcai age, paranei nts 
interests, and satisfy his need 
2nd quest for substantive 
inforiiiotion 


Student ready for algebra at 
nine-year-old level is given a 
tutor. 


2. Higher degree of 
complexity of 
content 


Allowing student performance 
to dictate speed/ direction of 
learning 

Learning experiences which 
require higher order thinking 
processes, such as analyzing, 
creating, and evaluating 

Learning experiences that re- 
quire assimiiaiion or prmcipiesi 
theories, and concepts asso- 
ciated with knowledge held by 
**the professional or expert'* 


The gifted student is pursuing 
the topic of Occults as an out- 
growth of learning the ex- 
pected topic of Mythology. 


3. Introduction of con- 
tent beyond the 
prescribed cujficjj- 
lum 


Learning what is traditionally 
reserved for another grade or 
age level 

Learning what is related to 
other areas or crosses the 
boundaries of the discir-'nes 


Gifted student is studying the 
cause-and*effect relationships 
of various forms of paternal- 
icm In npnnlp*^ votincr n<)ttern 

in different countries as an 
independent study within a 
United States history class. 


4. Student-selected 
content according 
to interest 


Allowing student need and 
interest to govern what is to 
be learned and/or to dictate 
what areas within a body of 
knowledge that will be studied 


The gifted student interested 
in violin is indepenoontly pur- 
suing the topic in a gerieral 

miici^ r*tacc hv lp?i\/incf hi^ 

IllUbll^ l#ladO U/ icoviiijj iiio 

regular '^luss in the elementary 
school to attend class at the 
high school. 


5. Working with the 
abstract concepts 
in a content area 


Dealing with those ideas, 
theories, and concepts which 
are inferred or discrete and 
which require reflective, critf- 

rat :inH rrp;)liup thinkin? in 

order to make them concrete 
or give them meaning 


The gifted student illustrates 
the ways a proverb is '*lived" 
by a literary character. 
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DIFFERENTIATING CURRICULAR ACTIVITIES FOR THE GIFTEH AND TALENTED 

(Continued) 



Means oi 
DifferentiatiLi: 


bjtplanatlon 


Illustration 


6. Level of resources 


Allowing students to use re- 
sources beyond those reserved 
or designated for regular 
curriculum input 


Gifted elementary student calls 
a college professor to obtain 
information regarding his 
questions in a particular 
subject. 


7. Type of resources 
available 


Insisting on acquiring informa- 
tion from multiple and varied 
resources which includes other 
informational sources besides 
books 


The gifted student was given 
the yellow page teleph'^ne di- 
rectory to find out who could 
be contacted to assist him in 
obtaining information regard- 
ing his study. 


8. Appropriating a 
longer time for 
learning 


Acknowledging that the stu- 
dent with mulli*interests and 
abilities needs appropriate time 
to learn by defining his work 
schedule; recognizing that the 
student sometimes needs to 
pursue a topic or skill more 
extensively or to a greater 
degree of proficiency 


The gifted student contracts 
with the teacher :^s a means of 
setting time limits on studying 
a topic. The gifted student is 
given additional time to ex- 
periment with properties in 
chemistry in order to discover 
or piove something in which he 
is interested in a more com- 
plex manner than is assigned 
to the other students in the 
class. 


9 Creating or gener- 
ating something 
new 


expressing additional examples, 
new and original alternatives 
and relationships, and possible 
solutions in either verbal or 
illustrative form to given 
issues, problems, and ideas 


The gifted student, as a result 
of a study of current political 
issues, is developing a new 
method to raises campaign 
funds for political office which 
is to be submitted to a Con- 
gressman for reac on. 


IG. Depth of learning 
providing alternative 
and related experi- 
ence with recogni- 
tion that the stu- 
dent requires fewer 
stages and less 
time to learn a 
concept 


Gathering information to a 
level of understanding which 
satisfies the attainment of a 
skill or idea, the quest for 
learning exhibited by the stu- 
dent and the objectives of the 
instructor 


The gifted student is engaged 
in collecting and processing 
data which could clarify the 
meaning of loneliness as it 
applies to ethnic groups 
within American society. 


11. Transfer and appli- 
cation of learning 
to other and/or new 
areas o^ jjeater 
challenge 


Applying what is "arned to 
substantiate, negate, extend, 
or verify learnings in another 
area of the curriculum or 
another body of knowledge 


The gifted student in a math 
study is utilizing the process of 
multiplication to develop sta- 
tistical predictions of how the 
country's ^^od supply will 
accommodate the population 
explosion. 



ERIC 



93 

93 



DIFFERENTIATING CURRICULAR ACTIVITIES FOR THE GIFTED AND TALENTED 

(Continued) 



Means of 
Differentiatinc 


Explanation 


MlustratJon 


12. Evidence of per- 
sonal growth or 
sophistication in 
attitude, apprecia- 
tions, feelings 


Cultivating and rev/arding hon- 
est opinions and reactions, di* 
vergent responses, and ques- 
tioning attitudes^ incorporating 
learning about humaneness as 
2 concomitant to learnirg a 
tody of knowledge of a spe- 
cific skill; learning how to 
assess and obtain feedback 
about "in" personal and aca- 
demic endeavors 


The gifted student is making a 
profile of famous men who 
were scholars in order to 
identify the traits he has in 
common with them. 


13. Formulating new 
generaltzatior.s 


Summarizing and developing 
new theories anr ideas for 
what has been learned and 
which may be used at some 
other time. 


The gifted student ha . sum- 
marized all the data relative to 
World War 1 and 11 to formu- 
late a new theory about a 
society's need for dominance. 


14. Development of 
higher-level cogni- 
tive processes 


Learning and practicing the 
skills related to the processes 
of analyzing, synthesizing, and 
evaluating as buth separate 
processes and as processes 
which are part of the strate- 
gies of problem solving, criti- 
cal thinking, and creativity 


The gifted student has evalu- 
ated the need for learning 
about geology and presented 
his argument to the Board c! 
Education. 


15. Stylizing and impte> 
menting a student 
study design 


Recogn'zing and utilizing the 
skills of research and scien- 
tiiic exploration eneciiveiy m 
^^ given learning endeavor and 
finding out what style of 
learning is successful for the 
student 


The gifted student has or- 
ganized an outline for develop- 

111^ a |JUdiLkiJii popci uii 9uiti«* 

aspect of the use of atoms. 
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LIST OF TEACHER PREPARATION PROGRAMS IN GIFTED AND TALENTED 

Masters and Ph.D. Programs in Gifted Education 

or 

witli Emphasis in Gifted Education* 



ALABAMA 

Masters Program with State Certification: 
University of Alabama at Birningham 
Dr. Gayle Gear 

Department of Specia! Education 
University College 
Birmingham, Alabama 35294 
(205) 934-3440 

University of Alabama at Tuscaloosa 
Dr. Carol Schlicter 
Department of Special Education 
Box 2592 

Tuscaioosdr Alabama 35436 
C205) 348-7340 

Masters Program with State Certification, 
Bachelors Degree Program, and Sixth Year 
Diploma: 

University of South Alabama at Mobile 
Dr, Marvin Gold 

Department of Special Education 
Mobile, Alabama 36688 
(205) 460-6460 

ARIZONA 

Masters Program: 

Arizona State University 
Dr. Wiltard Abraham 
Department of Special Education 
Temne, Arizona 85281 
(602) 055-6156 

University of Arizona 

Dr. George Leshin 

Department of Special Education 

Tucson, Arizona 85721 

(602) 884-3214 

CALIFORNIA 

Master*^. Program with State Certification: 
California Sti:ite University at Long Beach 
Dr. Alexander Britton 
Department of Educational Psychology 
Special £^ '"^.tion Area 
Long Beach, California 90840 
(213) 498-4526 



Mastets and Ph.D. Program with State 
Certification: 

California State University at Los Angeles 

(Joint Doctorate with UCLA) 

Dr. Barbara Clark 

Department of Special Education 

Los Angeles, California 90032 

(213) 2 ;4-3525 or 244-3711 

Masters Program with State Certification: 
University of Santa Clar'. 
Dr, Joyce A. Gerard 
Department of Education 
Santa Clara, California 9&053 
(408) 984-4434 

COLORADO 

Masters, Ph,D,, and Sixth Year Diploma 
Program: 

University of Denver 

Dr. Kenneth R, Seeley 

Special Education, School of Education 

Denver, Colorado 80208 

(303) 753-32C3 

CONNECTICUT 

Masters, Ph.D., and Sixth Year Diploma 
Program: 

University of Connecticut 

i;r. Joseph S. Renzulli 

Department of Special Education 

Storrs, Connecticut 06268 

(203) 485-4531 

FLORIDA 

Masters, Educational Specialist, and Ph.D. 
Program: 

University of South Floriua 

Dr. Dorothy Sisk 

Department of Special Education 
Tampa, Florida 33620 
(813/ 974-2100, Ext. 241 

GEORGIA 

Cours^e Work leading to Certification: 
Augusta College 
Dr, Geraldine W. Hargrove 
School of Education 
Augusta, Georgia 30904 



* Repnntod from tho August 16/9 Nc»lonai/Stato Leadership Training rnstUulo or the Gifted 
ind tho Talented Buhetin. 
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Georgia Southern College 
Dean» Schooi ov Education 
Statesboro, Georgia 30458 

Summer Program leading to Certification: 
Georgia College 
Dr. John H, Lounsbury 
School of Education 
Milledgevilie, Georgia 31061 
(912) 453-4546 

Masters, Ph.D., and Sixth Year Diploma 
Programs with State Certifir:,;on: 

University of Georgia 

Dr. Mary Frasier 

Department of Educational Psychology 
College of Education 
Athens, Georgia 30602 
(404) 542-4110 

ILLINOIS 

Masters Program: 

Northeastern Illinois University 
Dr. Steve Lapan 

Department of Special Education 
5500 North S. Louis 
Chicago. Illinois 60625 
(312) 583-4050, Ext. 8280 



INDIANA 

Masters and Ph.D. Program: 
Indiana State Universit> 
Dr. Liam K. Grimley 
Department of Special Education 
Terre Haute, Indiana 47809 
(812) 232-6311 

Purdue University 

Dr. John F. Feldhusen 

Educational Psychology Sectinn, SCC-G 

West Lafayette, Indiana 47906 

(317) 749-2844 



IOWA 

Masters Programs: 
Iowa State 'inivc>rsity 
Dr. Joan Breiter 

Department of Elementary Education 
Ames, Iowa 50021 
(515) 294-7010 

Unive"««ty of Northern Iowa 
Dr. James 0. Schnur 
College of Education 
Cedar Falls* lova 50613 
(319) 273-2167 o, 273-2719 



KANSAS 

Masters Program witi State Certification 
or Research Emphasis; Ph.D. Program: 

University of Kansas 

Educational Psychology and Research 
Department 

6 Bailey Hall 

Lawrence, Kansas 66045 

(913) 864-4256 

MARYLAND 

Masters and EdD. Program: 
The Johns Kopkins Evening College and 

Summer Session 
Dr. Lynn Fox 

Intellectually Gifted Child Study Group 
Balti.T:ore, Maryland 21218 
(301) 338-8276 

Ph.D. Program: 
The Johns Hopkins University 
Dr. Julian C. Stanley 

Study of Mathematically Precocious Youth 

Department of Psychology 

Baltimore, Maryland 21218 

(301) 338-7087, 338-8144, 338-7086 

MASSACHUSEHS 

Masters Program with State Certification: 
Boston College 
Dr. Katherine Cotter 
School of Education 
Campion 309 

Chestnut Hill, Massachusetts 02167 
(617) 969-01" ^xt. 4223 

MICHIGAN 

Masters and Educational Specialist Program: 
University of Michigan 
Dr. Eleanor G. Hall 
School of Education 
Ann Arbor, Michigan 48104 

Wayne State University 
Dr. Thomas M. Buescher 
Department of Special Education 
Detroit, Michigan ^''S202 
(313) 577-0927 

MISSISSIPPI 

Masters, Specialist, and Ph.D. Program with 

State Certification: 

University of Southern Mississippi 
Dr. Frances A. Karnes 
Department of Special Education 
Southern Station, Box 5115 
Hattiesburg, Mississippi 39401 
(601) 266-7156 
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MONTANA 

Bachelor and Masters Program: 
Eastern Montana ColJege 
Dr. C. Rockne Coppte 
Institute for Habilitative Sev^tces 
Biilings, Montana 59101 
(406) 657-2351 



NEW JERSEY 

Masters Program: 

Kean College of New Jersey 

Dr, Phyllis F, Kavett 

Department of Educational Arts and 

Systems 
Union, New Jersey 07083 
(201) 527-2356 or 527-2175 



Masters, Educational Specialist, and Ph,D. 
Program (also Bachelor Program with dual 
major: Gifted and Elementary Education): 

Kent State University 

Dr. Wilber Simmons 

401 White Hall 

Kent. Ohio 44242 

(216) 672-2477 



OREGON 

Masters Program: 
University of Oregon 
Dr. Fay Haisley 
College of Education 
Eugene, Oregon 97403 
(503) 686-4591 



NEW YORK 

Masters and Ph.D. Program: 

Teachars College, Columbia University 
Dr. Abraham Tannenbaum 
Department of Special Edu^.ation 
New York, New York 10027 
(212) 678-3865 



NOkTH CAROLINA 

Masters Program with State Certification; 
Appalachian State University 
Dr. Richard Stahl 
School uf Education 
Boone, North Carolina 28608 
(704) 262-2182 

University of North Carolina at Charlotte 

Dr. Eugene Schaffer 

College of Human Development and 

Learning 
Charlotte, North Carolina 28223 
(704) 597-2171 

Western Carolina University 
Or. Roy Cox 

School of Education and Psychology 
Cullowhee, North Carolina 28723 
(704) 227-7249 



OHIO 

Masters and Ph.D. Program: 
The Ohio State University 
Dr. Raymond H. Swassing 
College of Education 
Columbus, Ohio 43210 
(614) 422-8787 



PENNSYLVANIA 

Masters Program: 
Beaver College 
Dr. Steven Gulkus 
Education Department 
Glenside, Pennsylvania 19038 
(215) 844-3500 

Pennsylvania State University 
Or* Joseph French 

Department of Educational Psychology 
University Park, Pennsylvania 16802 
(814) 865-1881 

Shippensburg State College 
Dr. James Payne 
Graduate Studies 

Shippensburgp Pennsylvania 17257 
(717) 532-9121 

Masters and Ph.D. Program: 
University of Pennsylvania 
Dr, Albert L Oliver, Jr. 
Graduate School of Education 
3700 Walnut Street, CI 
Philadelphia, Pennsylvania 19014 
(215) 243-7389 



TENNESSEE 

Masters Program: 

University of Chattanooga 
Dr. Caryl Taylor 

Department of Special Education 
Chattanooga, Tennessee 37404 
(615) 775-4368 

(Northern Georgia residents may attend and 
fulfill Georgia Certification requirements.) 
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TEXAS 

Masters and Ph.D. Program: 
Texas A & M University 
Dr. William R. Nash 
Department of Educational Psychology 
College Station, Texas 77843 
1713) 845-1831 



UTAH 

Masters and Ph.D. Programs: 
University of Utah 
Dr. Joan Wolf or Dr. Calvin Y. Taylor 
Special Educslion Department (Masters) 
(801) 581-8121 
and/ or 

Dr. Calvin W. Taylor or Dr. Reed Merrill 
Educational Psychology Department 
{Individualized Doctoral Program) 
(801) 581-6877 
Salt Uke City, Utah 84112 



VIRGINIA 

Masters and Ph.D. Program: 
University of Virginia 
Dr. Virgil S. Ward 
School of Education 
Peabody Hall 

Charlottesville. Virginia 22903 
(804) 924-7471 



WASHINGTON 

Masters and Ph.D. Program: 

University of Washington 

Dr. Maurice Kreehill 

Department of Educational Psychology 

322 Miller Hail, DQ-12 

and/or 
Dr. Mildred Kersh 
Curriculum and Instruction 
115 Miller Hall 
Seattle, Washington 98195 
(206) 543-6347 or 543-1847 

FOREIGN—CANADA 

Masters and Ph.D. Program: 
McGill University 
Dr. Bruce M. Shore 

Department of Educational Psychology 

and Sociology 
3700 McTavish Street 
Montreal, Quebec, H3Z 2J3 
(514) 392-8803 or 392-4731 

INFORMATION ON HIGHER DEGREE PRO- 
GRAMS IN GIFTED EDUCATION OFFERED BY 
THE FOLLOWING STATES AND DISTRICTS IS 
UNAVAILABLE: 

Alaska, Arkansas, Delaware, District of 
Columbia, Hawaii, Idaho, Kentucky, Louisiana, 
Maine, Mirnesota, Missouri, Nebraska, 
Nevada, New Hampshire, New Mexico, North 
Dakota, Oklahoma, Rhode Island, South 
Carolina, South Dakota, Vermont, West 
Virginia, Wisconsin, and Wyoming. 



Federal Regulations and Funding 

In 1978 new legislation was approved concerning education 
of the gifted ar,d talented. This legislation. Public Law 95-561, is 
quoted with marginal notations highlighting specific aspects of 
the law. 



98 



_ PUBLIC UAW 95-561— NOV. 1, 1S7a 

Additional Programs Authorized 

Sec. 802. The Act amended by adding after title 
Xiil, as added by section 801, the following new title: 

TITLE IX — ADDITIONAL PROGRAMS 

Part A — Gifted and Talented Children 

Short Title; Purpose 

Sec. 901. (a) This p?rt may be cited as the 'Gifted 
and Talented Children's Education Act of 1S/8"- 

(b) The Congress hereby finds and declares that — 

(1) the Nation's greatest resource for solving critccal 
national problems in areas of national concern is its 
gifted and talented children^ 

(2) unless the special abilities of gifted and talented 
children are developed during their elementary and 
secondary school years, their special potentials for 
assisting the Nation may be lost, and 

(3) gifted and taEented children from economically 
disadvantaged families and areas often are not af- 
forded the opportunity to fulfill their special and 
valuable potentials, due to inadequate or inappro- 
priate educational services. 

(c) It is the purpose of this part to provide financial 
assistance to State and local educational agencies, 
institutions of higher education, and other public and 
private agencies and organizations, to assist such 
agencies, institutions and organizations to plan, develop, 
operate* and improve programs designed to meet the 
special educational needs of gifted and talented chil- 
dren. 

Definition 

Sec. 902* For the purposes o^ this part, the term 
'^gifted and talented children^' means children and, 
whenever applicable, youth, who are identified at the 
preschool^ elementary, or secondary level as possessing 
demonstrated or potential abilities that give evidence of 
high performance capability In areas such as Intellec- 
tuaU creative, specific academic, or leadership ability, 
or in the performing and visual arts, and who by reason 
thereof, require services or activities not ordinarily pro- 
vided by the school. 

Authorization of Appropriations; Apportionment of 
Appropriations 

Sec. 903. (a) For the purpose of carrying out this part 
there are authorized to be appropriated $25,000,000 for 
fiscal year 1979, $30,000^000 for fiscal year 1980, 
$35,000,000 for fiscal year 1981, $40,000,000 for fiscal 
year 1982, and $50,000,000 for fiscal year 1983, 



Tllfe: "Gifted and Tal- 
ented Chifdren's Edu- 
cation Act* of 1978" 

Rationale. , : 



Areas include: Intel- 
lectual, creative, spe-* 
cific academic, leader- 
ship, performing and 
visual arts. 



Amount of funding. 



99 



ERIC 



9 



9 



75% of funding goes 
to states. 



(b) (1) From the amounts appropriated under sub- 
section (a) fcr each fiscal year, the Commissioner shall 
reserve 25 per centum or $5,000,000, whichever is less, 
for carrying out the provisions of section 905, relating to 
discretionary programs, 

(2) The remainder of the sums appropriated under 
subsection (a) for each fiscal year shall be available to 
carry out the provisions of section 904, relating to State 
programs. 

State Programs 
Sec. 90v', fH) From the amounts available in any fisca! 
year under section 903 (b) (2), the Commissioner shall 
make grants to State educational agencies for iVie 
Federal share of the cost of planning, dsveloping, 
operating, and improving programs designed to meet 
the educational needs of gifted and talented children 
at the preschool, elementary, and r.econdary levels. 
Such programs may include mservice training or per- 
sonnel to teach such children. 

(b) (1) Except as provided in paragraph (2), to the 
extent funds are available in any fiscal year to carry 
out the provisions of this section, the Commissioner 
sha!i distribute funds so as to assure that each State 
educational agency wl.ich submits an application which 
fully meets all requirements of this section and is ap- 
proved by the Commissioner wilt receive not less than 
$50,000 in that fiscal year. If sums appropriated for any 
fiscal year for making payments under this subsection 
are not sufficient to pay in full the amount to which each 
State educational agency is entitled under the previous 
sentence, such amounts shall be ratably reduced. 

(2) In any fiscal year in which appropriations under 
this part equal or exceed $15,000,000, the Commis- 
sioner shall allot the amount so appropriated in ac- 
cordance with the provisions of section 906. r 

(c) Each State educational agency desiring to receive 
a grant under this section shall submit an application 
at such time, in such manner and accompanied by such 
information as is necessary for the purposes of this 
section. Each such application shall contain assurances 
that — 

(1) funds paid to the State educational agency will 
be expended solely to plan, develop, operate, and 
improve programs and projects which — 

(A) are designed to identify the educational 
needs of gifted and talented children, 

(B) are of sufficient size, scope, and quality to 
hold reasonable promise of making substantial 
progress toward meeting such needs, and 

(C) give appropriate consideration to the particu- 
lar educational needs of disadvantaged gifted and 
talented children; 
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(2) (A) the State educational agency will reserve 
from funds made available under this section in each 
fiscal year not more than 10 per centum of such funds 
for the purpose of administration, technical assist- 
ance, coordination* and statewide planning related 
to programs and projects designed to meet the needs 
of gifted and talented children; 

(B) the State educational agency will distribute, on 
a competitive basis, not less than 90 per centum of 
the funds made available under this section for pay- 
ments to local educational agencies within the State 
which apply to the State educational agency, with due 
regard for the quality of activities proposed in the 
application of the local educational agencies; 

(3) the State educational agency will use at least 
50 per centum of the funds made available under this 
section for programs and projects which include a 
component for the identification and education of 
disadvantg^ged gifted and talented children from low* 
income families; 

<4} the State educational agency and the local adu* 
cational agencies within the State may use funds 
made available under this section to acquire instruc- 
tional equipment only if such equipment will enhance 
the program or project for which such funds are 
furnished; 

(5) (A) the requirements of section 406 of this Act 
(relating to participation of pupils and teachers In 
private elementary and secondary schools) are met 
unless such requirements cannot legally be met in 
the State (as determined by the State educational 
agency); 

(B) the State educational agency will not approve 
the application of a local educational agency within 
the State for assistance under tills section unless the 
State educational agency determines that in design- 
ing the proposal subject to the application the needs 
of children in nonprofit private elementary and 
secondary schools have been taken Into account 
through the consultation with private school officials 
and by other appropriate means; and 

(6) the State educational agency will provide to 
local educational agencies within the State, which 
are unable to compete due to smaller size or lack of 
financial resources, technical assistance in preparing; 
proposals and In planning, developing, and operating 
programs under this section. 

(d) The Commissioner shall approve any application 
which meets the requirements of subsection (c) and 
not disapprove any such application without first afford- 
ing an opportunity for a hearing* 



90% of state funding 
goes to local educa- 
tional agencies. 

50% of this is for 
identlf1catIo*i of dis* 
advantaged gifted and 
talented children. 
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25% of funding goes 
tc federal commis- 
sioner for: 



— programs for gifted 
and talented chil- 
dren« and/or train- 
ing of personnel. 



— model projects. 



-dissemination of tn* 
formation. 



—planning. 



-research/ evaluation. 



Discretionary Programs 

Sec, 905. (a) From the amounts available in any fiscal 
year under section 903 (b) (1) the Commissioner may — 

(1) make grants to State educational agencies, 
local educational agencies, institutions of higher edu- 
cation, and other public and private agencies and 
organizations, to assist them Sn establishing or main- 
taining programs or projects designed to meet the 
educational needs of gifted and talented children 
including the training of personnel in educating 
gifted and talented children or in supervising such 
personnel; 

(2) make grants to State educational agencies to 
assist them, either directly or through arrangements 
by the State educational agencies with other institu- 
tions, agencies, and organizations eligible to receive 
funds under this part, to provide training of personnel 
engaged in the education of gifted and talented 
children or supervision of such personnel; 

(3) enter into contracts with, and make grants to, 
public agencies and private organizations including 
State and local educational agencies, to establish 
and operate model projects for the identification and 
education of gifted and talented children; 

(4) make grants to, or enter into contracts with, 
public agencies, private organizations, or institutions 
which together or singly constitute a clearinghouse to 
disseminate information about programs, services, 
resources, research, methodology, and media mate- 
rials for the education of gifted and talented children; 

(5) make grants to State educational agencies to 
assist them in the statewide planning, development, 
operation, and improvement of programs and projects 
designed to meet the educational needs of gifted and 
talented children; and 

(6) conduct, either directly or by grant or contract, 
a program of research, evaluation, and related activ- 
ities pertaining to the education of gifted and talented 
children and may transfer to the National Institute 
of Education pursuant to subsection (c) not more than 
20 per centum of the sums available in any fiscal 
year to carry out the provisions of this section, 

to pay the Federal share of the cost of such grants or 
contracts. Not more than 20 per centum of the sums 
avaiiable in any fiscal year under this section may be 
used pursuant to clause (1) of this subsection for grants 
to institutions of higher education for the training of 
national leadership personnel, 

(b) (1) No grant may be made and no contract may be 
entered into under this section unless an application is 
submitted to the Conimissioner in such form, in such 
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manner, and containing such information, as Is neces- 
sary for the purposes of tliis section. 

(2) The requirements of section 406 of this Act (re- 
lating to the participation of r'uplls and teachers in 
private, elenr^entary, and secondary schools) shall apply 
to programs and projects under this section unless such 
requirements cannot legally be met in the State (as 
determined by the State^ educational agency of the State 
in which the applicant for funds under this section is 
located). 

(c) (1) Notwithstanding the second sentence of sec- 
tion 405(b)(1) of the General Education Provisions Act, 
the National Institute of Education may, in accordance 
with the terms and conditions of section 405 of such 
Act, carry out a program of research and related activ- 
ities pertaining to the education of gifted and talented 
children from funds transferred pursuant to subsection 
(a) (S). 

(2) For purposes of this secl?on the term **research. 
evaluation, and related activities*' means research, re- 
search training, evaluation, surveys, and demonstra- 
tions in the field of education of gifted and talented 
children and youth or the dissemination of information 
derived from such research, surveys or demonstrations, 
and all such activitiesp including experimental and 
mode! schools. 



State Allotments 

Sec. 906. (a) (1) In any fiscal year in which appropria- 
tions for this part are equal to or exceed $15,000,000 
the Commissioner shall allot, from amounts available 
under section 903 (b) (2), not more than 1 per centum 
among — 

(A) Guam, American Samoa, the Virgin Islands, the 
Trust Territory of the Pacific Islands, and the North- 
ern Mariana Islands; 

(B) programs for children and teachers In elemen- 
tary and secondary schools operated for Indian chil- 
dren by the Department of the Interior; and 

(C) programs authorized for children and teachers 
In overseas dependent schools of the Department of 
Defense, 

in accordance with their respective needs. 

(2) From the remainder of such sums in any such 
fiscal year, the Commissioner shall allot to each State 
which has an application meeting the requirements of 
section 904, an amount which bears the same ratio to 
such remainder as the number of children In the State 
aged 5 to 17 years, inclusive, bears to the number of 
children in all States, except that no State shall receive 
less than $50,000 in any such fiscal year. 
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(3) For the purpose of this subsection the term 
"State" means the several States, the Commonwealth 
of Puerto Rico» and the District Columbia, 

(b) The amount of any State's allotment under sub- 
section (a; for any fiscal year which the Commissioner 
determines will not be required for such fiscal year 
shall be available for reallotment from time to time, on 
such dates during such year as the Commissioner may 
fix, to other States in proportion to the osiginal allot- 
ments to such States under subsection (a) for that year 
but with such oroportionate amount for any of such 
other States being reduced to the extent it exceeds the 
sum the Commissioner estimates such State needs and 
will be able to use for such year; and the total of such 
reduction shall be similarly reallotted among the States 
whose proportionate amounts were not so reduced. Any 
amounts reallotted to a State under this subsection 
during a year from funds appropriated under section 
903 shall be deemed part of its allotment under section 
(a) for such year. 

Administration 
Sec. 907. (a) The Commissioner shall designate an 
administrative unit within the Office of Education to ad- 
minister the programs and projects authorized by this 
part and to coordinate all programs for gifted and 
talented children and youth administered by the Office 
of Education. 

(b) Notwithstanding any other provision of law, any 
Indian tribe which operates schools for Its children 
shall be deemed to be a local educational agency for 
the purposes of this part, 

(c) No financial assistance may be made to a local 
educational agency for a period In excess of 5 years. 
The limitation contained in this subsection shall not 
apply to any financial assistance extended prior to the 
date of enactment of the Education Amendments of 
-1978. 

Federal Share 
Sec. 908. The Federal share for any fiscal year shall 
be 90 per centum, except that the Federal share for 
the clearinghouse activities under section 905 (a) (4), 
the research, evaluation, and related activities unuer 
section 905 (a) (6)» and programs and projects involving 
the participation of students in for nonprofit private 
elementary and secondary schools shall be IOC per 
centum. 
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REASONS FOR DENIAL OF FUNDCNG 



The following is a checklist for evalcators of program proposals for gifted 
and talented.' Although not atl proposals follow the same guidelines, H would 
oe valuable to be aware of what the readers of the proposals look for when 
considering them for funding. 



The project did not demonstrate an innovative approach to the educa* 

tion of gifted and talented. 

The project failed to show sufficient need for the proposed activities 

for the gifted and talented. 

The objectives were not realistically attainable in relation to the Iden- 

tified needs of the gifted and talented. 

The portion of project costs to be funded by the federal government 

is not reasonable in order to attain the expected benefits. 
The background, training, and experience of the staff is not relevant 

to engaging in the education of the gifteJ and talented. 
^ The project does not provide for periodic self-evaluation in such a 

manner to influence the further thrust of the project, 

The project is not cost effective in terms of federal investment. 

The objectives were not specific and immediate in relation to the 

needs identified and did not contain appropriate strategies to me'3t 

these objectives. 

The activities were not fllanned to meet the unique needs of tlie 

individual, 

- The activities did not incorporate innovative concepts and techniques 

which could be replanned to meet current problems expected in 
gifted and talented. 

The project did not demonstrate expertise to train and prepare staff, 

The project did not effectively and efficiently use existing monetary. 

hurnan, and informational resources; public, private, and community. 

The project did not demonstrate innovative coordination o? resources 

for program management. 

The program did not utilize objective assessment procedures. 

The evaluation plan did not directly or indirectly involve parents, stu- 
dents, or community in the evaluation process. 

The evaluation plan did not use accomplishments of gifted and talented 

students or their teachers a^ part of evaluation process. 

There were not sufficient monetary or human resources for organizing 

final results of the project in exportable form. 

The in-service training is not as comprehensive or of sufficient quality 

to make an impact. 

The project does not demonstrate evidence of substantia/ commitment 

or continuation of training activities beyond funding period. 

The project is not involving individuals who are activeiy involved with 

gifted and talented. 

The project does not appear to have the scope to effect a long-range 

and lasting change. 

The project does not utilize staff or consultants in such a manner as 

to maximize resource management. 

* Adapted from **Reviewers' Commenta/* U.S.O*H./Q1ftad and Talented. 
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The project is not part of a comprehensive state plan for individualizing 
and meeting special educational needs of gifted and talented. 
The seJection of the participants in the project does not indicate 
evidence of significant promise or commitment to the field of gifted. 
The project does not provide technical assistance and coordination 
services for short-term interim training institutes at the local leveL 
The pro'sct does not pian to conduct periodic workshops on topics 
of timeiy impact to the gifted studies, culturally different, family rcla- 
tions» etc. 

The project does not provide a communication netvi/ork for leadership 
personnel. 

The project does not adequately provide for the development of train- 
ing materials. 

The project does not provide for short-term training of teams of leader- 
ship personnel from LEA's, private agencies, or institutions with a 
Wide national impact on education of gifted and talented. 
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SAMPLE PROGRAM 



The following are some of the curriGu(a' materials from the Program for 
Gifted and Talented, Foxborough Schools, r'oxborough, Massachusetts. The 
basic goal of the program is to provide differentiated instruction for gifted and 
talented students in academic areas as well as in music and art while maintain- 
ing the heterogeneity of the classes wherever feasible. 



General Description (disseminated throughout the faculty and to each parent of 
a student in the program}: 



Goal: To provide differentiated experiences appropriate for identified gifted and 
talented students in a variety of areas. 

Identification Procedure: Teacher nomination^ standardized tests, culture fair 



Program Description: The program for gifted and talented studenis in Fox- 
borough, grades 6— 8, currently has three components: 

1. Advanced experiences in visual and performing arts (band and irt). 
Selected students participate in individual instructional sessions, and 
extracurricular activities such as ensembJes and music festivals. 

2. Minicourses. Selected students may engage in general courses such 
as '^Futures" and '^Alternative Energy Sources" which incorporate 
several academic disciplines. These coi rses are designed to accom- 
plish several goals: (a) teach advanced skills and concepts; (b) engage 
students in high-level cognitive activities; and (c) encourage students to 
produce works reflective of their abilities. 

3. Sponsored experiences. Inoivtdual or small groups of students may 
"contract" with teachers or mentors for projects in their own areas of 
interest. These contracts entail work at higher levels of cognition and 
require products reflecting the student's exceptional abilities. 

The mstructton and learning experiences in the minicourses ancJ sponsored 
experiences are closely coordmated with clai,sroom instruct=on so redun- 
dant snd 3Xtra" work for these students is minimized. In-service training 
is provided lo help with coordination and implementation. 

4. We are aiso considerinci a counseling component in v/hich the selected 
students will focus on problems and conflicts unique to the gifted and 
talented. 

Program Director: Role Description 

1. Help students focus on areas of interest for "Prism E..;jenences.'' This 
is usually accomplished through personal interviews. 

2. Help students and sjronsors (rr.entors) formulate and describe the ex- 
perience« ensuring continuity and differentiation. 



September 1979 



Prog-'am Title: Project Prism at Foxborough 



Foxborough Schools 

Foxborough, Massachusetts 02035 

(617) 543-4811 



Director; 



Dr. Fred^^rick B. Tuttle, Jr. 
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3. GoordmaHe the stude>if5> work :n the experience and his/her work in 
related classes to rtJinirnize redundancy and ''extra" >vork, 

4. Locate resources when necessary to facilitate the functioninij of an 
experience. 

5. Articu'^ate the program to teachers and community. 

6. Coordinate modification and expansior. of the prograrr*- 

7. Provide in-service training on meeting the needs of gifted and talented 
students. 



Proposal for Experiences, When a student w-shes to bpgin work in a particular 
area of in*ei-5st, the student and/or director locate a sponsor (mentor) and they 
develop an "Experience Proposal," describing the general program for the 
student. An example of a '■Proposal for Experiences*' appears on page 109. 

Individual Contract. Once the "Proposal for Experience" has been completed, 
the student meets with the sponsor (mentor) and completes an individual con- 
tract Currb^ntly, the ^'Management Plan'* developed by Joseph S- Rei zulli 
provides the. general format for the contrr.ct. An example of such a contract 
appears on pages 110-11, 

Afiar a student begins a "Prism Experience/* the director sends a letter to the 
student's parents indicating with whom the student is working and stressmg 
the commitment the student has accepted. An example of such a letter appears 
on pag.v 112 and an accompanying description of the experience follows. 



''Prism'' Experience for Bill Maloney 
Title of Experience; Book Review 

Goal: To write a book review of a new book in the area of fantasy fiction- 
Advanced Skills and Concepts Learned: 

critica! analysis of popular fiction, synthesis of information from several 
sources, development of criteria for evaluating bool^s, and writing book 
reviews for general consumption ttirough fne public libraries. 

Description of Work Involved: Bill will read several books in the area of fantasy 
fiction and analyze them to determino what constitutes "good" fantasy 
fiction* At this point he will write a iihort essay citing the criteria he has 
established. Then Bill will read book reviews from several sources and 
determine the elements in a book revie v. After this he will be given a naw 
fantasy fiction book and will write a be ok review of it. Then he will meet 
with other students and adults in the r/ea to discuss and refine their book 
reviews. Finally, he will cu^mit thr finished book review for publication 
throughout the Boston area libraries. 

Description of Final Product: The final product will be the published book review. 
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Proposal for Experience for G/T (Prism) Students 

!• Goal of R^p^riotir^^. Produce and present a critical review of a 
literary work 

2. Subject Areafg^ r ^^ANGUAGE ARTS (and subject areas related to 
nonflctlon books) 



3. Population: students from grades 

number -,10 — ^ 



4. Selection Pro€>^Hiir^; Self-selection, informal interview, teacher 

recommendation 

5- Overview of Experience: S '^^dents will describe criteria for evaluating 
wr>rks in a particular area of interest. Students will read a fiction 
or nonflctlon book and write a critical review. Some students will 
have the opportunity to present the review at a meeting. All accepted 
reviews will be published. 



Basic skills and concepts covered through this experience:. 
Reading Writing (exposition) 



Speaking (presentations , discussion) 
4 



Advanced skills and concepts covered through this experience: 

Analysis Critical thinking and evaluation 



Synthesis of information from several sources 



8, Differentiation for Prism students (i.e., how is this different 

from what you would do with other gfiiH^ntQ?) Assuming ability to 

read fiction and nonflctlon Independently; (2) Discussions will begin 
at analysis level regarding literary works and essays; (3) Focus will 

be on establishing criteria fov critical analysis; ,(4) Written book 
review will be for publication. 

9, Resources needed: People Jane Shapiro, Fred Tuttle, Barbara Selvltella 

]VTat^,-i^1« ^QQ*^ Reviews Novels OfH^^ Transportation to 

libraries for book review dlscussloos 

0. Logistics: Time: Planf>; TBA 

1 • Evaluation: Students: Quality of reviews 



Experience: Dig<^usslon with students 
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MANAGEMENT PLAN FO]R INDIVIDUAL. 



NAME Bill Malu^ey 

TEACHER Mr. Crowley 



GRADE. 



SCHOOL 



Ahem 



GENERAL ARE A(S) OF STUDY 
(Check all that apply) 

X Language Arts/Humanities — Science 



Social Studies 
Mathematics 



Music 

_ Art 



Personal and 
Social Development 

Other (Specify) 
Other (Specify) 



INTENDED 
AUDIENCES 

Which individuals or groups would 
be most interested in the findings? 
List the organized groups (clubs, 
societies, teams) at the local, 
regional, state, and national levels. 
What are the names and addresses 
of contact persons in these groups? 
When and where do they meet? 



Boston Public Libraries 



2. 
3. 
4. 

5. 



Teachers of English 



INTENDED 
PRODUCT(S) 
AND OUTLETS 

What form(s) will the final product 
take? How, when and where will you 
communicate the results of your 
investigation to an appropriate 
audience(s)? What outlet vehicles 
(journals, conferences, art shows, 
etc.) are typically used by 
professionals in this field? 

1 . Book review 

2. List of criteria for evaluating 
fantasy fiction. 



GETTING STARTED 

What are the first steps you should take to begin this investigation? What types 
of information or data wUl be needed to solve the problem? If "raw data, how 
can it be gathered, classified, and presented? If you plan to use already 
categorized information or data, where is it located and how can you obtain 
what you need? 

Read fantasy fiction books and critical essays and discuss with others. 
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AND SMALL GROXJP INVESTIGATIONS 



EiStimated 

Beginning Date J^^i Ending Date ^'^'^ 

Progress Reports 

Due on Following Dates ^^^^^ "/^s 



SPECIFIC AREA OF STUDY 

Write a brief description of the problem that you plan to 
investigate. What are the objectives of your investigation? What 
do you hope to find out? 

What are the elements that distinguish fantasy fiction from other modes? 
Objective: Write a critical review of a fantasy fiction novel, 

METHODOLOGICAL RESOURCES AND 
ACTIVITIES 

List the names and addresses of persons who might provide assistance in 
attacking this problem. List the how-to«do-it booics that are available in this 
area of study. List other resources (filmst collections, exhibits* etc.) and spei ^al 
equipment (e.g., camera, transit, tape recorder, questionnaire, etc.)* Keep a 
continuous record of all activities that are part of this investigation* 



Resources: 1- People - Dr, Tut tie - Ahern School 

- Mr. Crowley - Ahern Scnool 

- Mrs. Selvltella - High School 

- father - home 

2 . Readings - 

- Fantasy fiction books (see back for list) 

- Critical essays on fantasy fiction 

- Book Reviews 

Steps: i. Read fantasy fiction books 

2. Read critical essays 

3. DiscuF.s elements of fantasy fiction with sponsor and/or 
resource people 

A. Write list of evaluation criteria for fantasy fiction 

5- Read and discuss various book reviews 

6- Write draft of book review for new fantasy fiction novel 

7. Share draft with others 

8. Revise book review and submit for publication 



From A Guidebook fjor Developing Individualized Educational Programs for Gifted and Talented 
Students (page 38, actual size: 11x17) by Joseph S. Ren2ailli and Linda H. Smith (Mansfield 
Center, Conn,; Creative Learning Press, 1979). 
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SAMPLE PRIMARY INVESTIGATION: RENZULLI 



Prototype of a Type III Enrichment Activity in Social Science* 

A snriall group of students in a middle-grade program for the academicaliy 
talented got into an argument about an issue over which political candidates 
were divided in a forthcoming election for city government. The issue involved 
the construction of an oil refinery on the city's waterfront and opinion was 
divided over whether or not the majority of voters were in favor of the project* 
Some students supported the position of candidates who were against the 
refinery because of environmental concerns while others felt that the refinery 
was needed to help the city's sagging economy and high unemployment rate. 

The students decided that they would like to assess the status of voters' 
attitudes and the teacher helped to focus the problem by suggesting that the 
students conduct a questionnaire study. It was at this crucial point that the 
teacher decided to provide the youngsters with methodological assistance only, 
and to do this she consulted with a librarian at a nearby college. The librarian 
suggested that the teacher look through the sections on Psychometrics and 
Questionnaires and she quickly located the following books: 

Oppenheim, A. N, Questionnaire Design and Attitude Measurement. New 
York: Basic Books, 1966. 298 pp. 

Shav/p M, & Wrights J. Scales for the Measurement of Attitudes. New York: 
McGraw-Hill, 1967, 372 pp. 

These books deal with basic issues in the methodology of attitude study 
such as instrument design, question wording, sampling, and advantages and 
disadvantages of several scaling techniques. The book by Shaw and Wright also 
included a compendium of various types of questionnaires, checklists, and 
rating scales. The teacher also brought in a few sample copies of a journal that 
she located entitled Public Opinion Quarterly and this helped to heighten stu- 
dent interests about the entire field of polling and attitude measurement. 
Although these materials are written for college-level students, the gifted 
youngsters were abie to understand most of them and the teacher assisted by 
explaining some of the more difficult concepts. Following suggestions outlined 
in Oppenheim's book, the youngsters constructed a pilot version of their ques- 
tionnaire and field tested it on a small Scimple of studenis and parents. Feed- 
back obtained from field testing was used to revise certain aspects of the in- 
structions and a number of items after which a final version of the questionnaire 
was mailed to a random sample of citizens in the community. The teacher pro- 
vided additional methodological assistance by obtaining the following two books: 

Blalock, Hubert. Social Statistics. New York: fwlcGraw-HilU 1960, 465 pp. 

Smith, G. Milton. A Simplified Guide to Statistics. (4th ed.) New York: Holt. 
Rinehart, and Winston, 1962, 244 pp. 

These books contain discussions about how to analyze types of data ob- 
tained from questionnaires and they also include information about how to pre- 
pare histograms and graphic representations of statistical findings. The students 
developed statistical, narrative and graphic summaries of the results of their 
investigation and prepared a final report. Presentations about the results of the 
study were made to other groups of students and to persons attending a PTA 
meeting. Parts of the report were also included in a newsletter distributed by the 
school and ^n the school news section of a local newspaper. 



* From Tho Enrichment TrtQd Mode! by Joseph Renzulli (Mantfield Center, Conn.: Creative 
Learning Press, 1977). 
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ACTIVITIES FOR TEACHERS 



PROGRAM DESIGN 
Rationale 

Need: Beside the laracteristics iist some specific difficulties that may arise in 
a classroom. Add other characteristics and related problems. 

Characteristics Related Probtems In School 
• Divergent thinking ability = — 



• Highly verbal 



• Critical of self and others 



• Divergent modes of response 



• Persistent in pursuit of own goals 



Misconceptions and Concerns 

List specific misconceptions and concerns that exist in your area. Beside 
each, outline a response. 

/{Misconception or Concern Response 
(Example: The gifted can mal<e it on Some only doing mediocre work, 
their own 1 others have emoticnat/defenswe prob- 

lems, only a few really achieving to 
potential . . . 
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Administrative Designs 

For each of the following general designs or program options, list arguments 
in favor (pro) of Its use in your situation and arguments against (con). 

Design Pro Con 
Semiseparated 



Integf ated 



Acceterated 



Enrichment 



Briefly describe a specific administrative design that might work in your situa- 
tion (see Glossary of Administrative Designs on pp. 88-89). 



After selecting a potential design for your situation, list as many factors as you 
can which will help you implement this design, (e.g.. interested teachers, con- 
cerned parents, historical precedence of support for students). 

Positive (Facilitators) 



Now list all those factors which may impede implementation of this design (e.g., 
budget, transportation, lack of in-service). ^ 

Negative (Inhibitors) 



Check the most important inhibitors that have to be overcome before the pro- 
gram can be implemented. Discuss ways these problems may be overcome. 
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EXAMINATION OF CASE STUDY 

Read the case study of Ralph on pp, 36-37. Using the modified problem- 
solving model which follows, discuss the questions about the case study. Try 
to be very specific in your responses. This examination may be facilitated by 
having sTeveral groups explore different questions and share the results. 

Model 

1. Identify the problem. State the specific problem implied in the question. 



2. Identify alternative solutions. List as many possible solutions as you can to 
the problem. 

3, Evaluate the solutions. Discuss each solution, considering both objective 
and subjective factors* 



4. Select the best atiernative. 



Questions {For each of the situations, assume the school and the community are 
similar to your own,) 

1. If you were Ratph's parents, what would you have done at each grade level? 
What would you do now? 

2. If you were Ralph's teachers, what would you have done or suggested as a 
course of action for Ralph and his parents? 

3. If you were the principal of Ralph's school, what would you have suggested 
for the boy? If you had several children in your school like Ralphs what 
would you do? 
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CURRICULAR MODELS 



Bloom's Taxonomy 

Select a specific concept or topic from your curriculum (e.g., a particular 
novel or scientific principle), and write specific activities for it witnin each of 
the following levels of the taxonomy: 



Knowledge: 



Comprehension: 



Application: 



Analysis: 



Synthesis: 



Evaluation: 
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Assume you are about to assess a classroom situation to determine whether 
or not the activities are at the higher levels of the taxonomy. What kinds of 
student behavior would you look for in this class? List three sample behaviors 
for each ol the levels listed. 

Apph'cat.on 

(Example: Student applies knowledge to new situation.) 

1. 

2. _^ 

3. 

Anatysis * 

(Example: Student classifies main ideas and supporting details.) 

1. ____ 

2. ^ 

4 

3. _ . 

Synthesis 

(Example: Student combines ideas from different sources and draws a conclu- 
sion.) 

1- ^ 

2. 

3. ■ — — 
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Slruciure of the Intellect 



since this Is a more complex area, a series of activities are included to help 
familiarize you with the components of the SJ. ModeL* 



1. Operation and Content 

1.1 Write the name of each incomplete figure on the lines below the 
items which follow. This is an example of Cognition of Figural, 
Symbolic, and Semantic content. 



1-2 On a separate page recall as many of the items as you can. This is 
an example of Recall of Figural, Symbolic, and Semantic content, 

1.3 Divide this list into three subcategories. You should have group- 
ings similar to Figural {pictures and shapes), Symbols (letters and 
numbers), and Semantic (words). This is an example of Convergent 
Production. 

1.4 Using letters from v/ords in Ust 1.2. construct as many words as you 
can. This is an example of Divergent Production. 

1.5 Circle all words in your new list (1.4) with two or more vowels. 
This is an example of Evaluation. 



2.1 Invent a vegemal (a combination of a vegetable and an animal — 
e*g., carrophant — carrot and elephant). List several. Each vegemal 
is a Unit. 

2.2 Group the vegemals into separate categories. Each category is a 
Class, 

2.3 State the rationale (characteristic) for the groupings. The statement 
Is a Relationship. 

2.4 List the vegemals in hierarchical order so that you can add addi- 
tional vegemals in appropriate positions. You now have a System. 

2.5 Change some of the vegemals so that they would fit in a different 
position on your hierarchy. The new vegemals are Translormations. 

2.6 Create some "What-would-happen-if . . questions and answer 
them. For example, what would happen if you mated a carrophant 
with an asperphant? You might have a carrot or an asperphant. The 
answer is an Implication. 



* Many of the acttvitles In this section were developed by Donald Nasca» State University of 
New York, College at Brockporl* 
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Renzulli's Triad ^ 

In the spaces which follow, briefly outline a sample "Unit" in your specific 
area. (See sample given in chapter 3). 



Exploratory Activities (List materials and short activities you might use to interest 
your students in the topic.) 



Training Activities (List tho specific areas of skill development and describe one 
in detaiL) 



Possibte investigations (List somqr possible extensions of the theme students 
might wish to pursue in depth. Beside each por.sibility, cite a potential ''real'' 
audience,) 

Problem Audience 
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TEACHER SELECTION 

1- From the following Ifst, check those teacher characteristics which you 
feel would be most appropriate for your program. Then discuss them 
with the group. 

m highly intelligent 

• friendly 

• flexible and creative 

• demanding 

• seif-confideni and emotionally mature 
9 sense of humor 

• interested in many areas 

• knowledgeable in subject area 

• experienced in system 

• businesslike in classroom behavior 

• in favor of special provisions for gifted students 

• hard grader 

• alert 

• well trained to work with the gifted and talented 
m extremely professional in attitude and actions 

• intellectuaily honest 

• nonauthoritarian 

• enthusiastic 

The traits cited are not unique to the teacher of the gifted- Indeed most 
would be valuable characteristics for any teacher. However, some of 
these, such as self-confidence and high intelligence, are particularly 
important in classes for gifted because of the intellectual challenge 
presented by these students. 

2, Wr:te the teacher characteristics your group feels appropriate on the 
followirrg lines. 

A. G. 

B. . H, — 

C 

D. . J. : 

E K, '. 

F. . L. _ 



3, Prioritize the characteristics by placing the representative letters on the 
appropriate lines in the sorting pyramid. 



Most Vital Somewhat Less Least 

Vital Vital Vita! Vital 



•4- 
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List the characteristics considered somewhat vital, vital, and most vital 
on the following lines and write two indicative behaviors for each. 

4.1 

4.11 

4.12 — 

4.2 

4.21 . 

4.22 , 

4.3 

4.31 

4.32 ^ 

4.4 . 

4.41 ' 

4.42 

4.5 

4.51 

4.52 

4.6 ^ 

4.61 

4.62 

4.7 

4.71 

4.72 

4.8 

'4.81 

4.82 



As a group compile a checklist of teacher behavior that might help 
locate a qualified teacher of gifted and talented. 
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EVALUATION 
Development of Questions 

List the major goals of the program in the column at the left and the ques- 
tions that might be asked about each goal in the column at the right. 



Goals 

(Example: Students will work at the 
higher levels of the taxonomy,) 



Questions 
(Example: Did the classroom activity 
reflect work at the higher levels of the 
taxonomy? Did student products dem- 
onstrate ability to synthesize and eval- 
uate ideas?) 



Categorize the questions, writing more encompassing ones where necessary. 



Instruments and Methods 

For each question list instruments and/or methods that might help answer 
the question. 



Questions 
(Example: Did the classroom activity 
reflect work at the higher levels of the 
taxonomy?) 



instruments/ Methods 
(Example: Classroom observation us- 
ing the Florida Taxonomy of Cognitive 
Behavior) 
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